From coercive to spiritual: what style of leadership is prevalent in k–12 public schools? by Bonner, Charles E. III
Coercive to Spiritual     1      
Running head:  COERCIVE TO SPIRITUAL 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
From Coercive to Spiritual: What Style of Leadership  
 
is Prevalent in K–12 Public Schools? 
 
Charles E. Bonner III 
 
Drexel University 
 
 
 
Coercive to Spiritual     2      
Running head:  COERCIVE TO SPIRITUAL 
 
 
 
 
From Coercive to Spiritual: What Style of Leadership  
 
is Prevalent in K–12 Public Schools 
 
 
 
 
 
A Thesis 
 
Submitted to the Faculty 
 
of 
 
Drexel University 
 
by  
 
Charles E. Bonner III 
 
 
 
 
 
 
In partial fulfillment of the  
 
requirements for the degree  
 
Of  
 
Doctor of Philosophy 
 
            July 2007 
 
 
 
 
 
 
ACKNOWLEDGMENTS 
There were many individuals who supported and encouraged me in the endeavor 
of completing this dissertation.  
I would like to thank the following people, who served on my committee, for their 
help, insights and support: Dr. Adele Corbett, Dr. Marion Dugan, Dr. Elisabeth Haslam, 
Dr. William Lynch, and Dr. Rakhmiel Peltz.  
I would like to extend a special thanks to Dr. Wes Shumar, for challenging and 
clarifying my thinking in our almost weekly meetings.   
To my chairperson, Dr. Douglas V. Porpora, I would like to extend my most 
sincere thanks for without his support, constant push to challenge, focus and elevate my 
thinking, this dissertation never would have been completed.  
To Charles Edward Bonner II and Anna Maria Greta Haak Bonner, my parents, 
for their belief in me and commitment to my success, my love and gratitude are infinite. 
They demonstrated daily the value of hard work and thinking for oneself.  
Lastly, and with all my love, I thank my wife and my three beautiful children. To 
my wife, Jennifer, who stood by me in this endeavor, through all the vicissitudes, always 
encouraging me to reach my goal. To Olivia, Chazzy and Julia Belle, all three born 
during this time, they kept this process in perspective for me and always kept a smile on 
my face and in my heart.  
 
 
 
 
 
 
 
 i
Table of Contents 
 
Page 
 
CHAPTER 1. .......................................................................................................................3 
 Introduction to the Study .........................................................................................3 
 Institutionalization and the Problem of Reform.....................................................14 
 The Background of the Study ................................................................................22 
 Historical Context ..................................................................................................26 
 Intellectual Context................................................................................................32 
 Political Context.....................................................................................................35 
 The Problem of Leadership and its Relationship to Educational Reform .............41 
 Theory Z Leadership..............................................................................................43 
 The Problem...........................................................................................................45 
 Purpose of the Study ..............................................................................................46 
 The Professional Significance of the Study ...........................................................46 
CHAPTER 2 ......................................................................................................................48 
 Introduction to Literature Review..........................................................................48 
 Recent Interest in Spiritual Leadership..................................................................48 
 An Introduction to a Spiritual Perspective.............................................................51 
 A History of Spirituality in Education ...................................................................53 
 Spiritual Intelligence..............................................................................................64 
 Educational Leadership..........................................................................................71 
 Maslow, Kohlberg, and Fowler: The Development of Theories X, Y, and Z .......77 
 Leadership Theories X, Y, and Z...........................................................................89 
 ii
Page 
 Theory X ................................................................................................................92 
 Theory Y (non-transcending self-actualizers) .......................................................94 
 Theory Z.................................................................................................................97 
 Origins of Theory Z ...............................................................................................98 
 Recent Empirical Studies on Spiritual Leadership ..............................................100 
 Operationalizing Spiritual Leadership in Education……………………………103 
CHAPTER 3: Methodology and Design..........................................................................107 
 Introduction..........................................................................................................107 
 Conceptual Model................................................................................................108 
 Causal Model .......................................................................................................109 
 Pilot Study............................................................................................................113 
 Site and Sample Selection....................................................................................115 
 Procedures............................................................................................................115 
 Response Rate......................................................................................................119 
 Use of Survey Software .......................................................................................121 
 Analysis.………………………………………………………………………...121 
CHAPTER 4: Data Analysis……………………………………………………………124 
 Data Analysis…………………………………………………………………...124 
 Causal Model…………………………………………………………………   129 
 Analysis of Frequencies………………………………………………………...130 
 Testing the Causal Model………………………………………………………135 
CHAPTER 5: …………………………………………………………………………..139 
 iii
 Discussion………………………………………………………………………139 
 Introduction……………………………………………………………………..139 
 Discussion of Causal Model with one-way ANOVA scores…………………   140 
 Skepticism and the Narrowing of Modern Thought……………………………146 
 Right Wing Authoritarianism…………………………………………………..154 
 Conclusion……………………………………………………………………   157 
Recommendations for Further Research……………………………………….161 
 
REFERENCES ................................................................................................................163 
APPENDIX A..................................................................................................................186 
 iv
List of Figures 
 
Page
 
Figure 1: The Spiritual and Moral Stages that define a leader in the Theories 
 Of X, Y, and Z .......................................................................................................79 
Figure 2: Maslow’s Listing of B-Values versus D-Values of an upper level 
 Theory Y and Theory Z leader...............................................................................84 
Figure 1: Causal Model....................................................................................................110 
Figure 2: Leadership types based on operational questions 2, 4, 5, 7, 10, 11, 12, 18,  
 19, and 20.............................................................................................................111 
Figure 3: Differentiates between the leadership types by using a multiple-choice format 
of A, B, or C.........................................................................................................112 
Graph 1: Numeric Leadership Scale……………………………………………………126 
Graph 2: Absolute Measure of Leadership Style……………………………………….127 
Graph 3: Absolute Measure of Leadership Style Collapsed……………………………128 
Graph 4: Realtive Measure of Leadership Style Collapsed…………………………….129 
Figure 1: Causal Model…………………………………………………………………130 
Frequency Table 1: Worldview Assumptions…………………………………………..130 
Graph 5: Worldview Assumptions……………………………………………………...131 
Frequency Table 2: Political and Educational Attitudes………………………………..132 
Graph 6: Political and Educational Attitudes…………………………………………   133 
Frequency Table 3: Spirituality………………………………………………………...134 
Graph 7: Spirituality……………………………………………………………………135 
Figure 1: Causal Model with one-way ANOVA scores………………………………..138 
 v
Figure 1: Causal Model with one-way ANOVA scores………………………………..139 
Table 1: World View………….………………………………………………………..140 
Frequency Table 4: Absolute Measure of Leadership Style……………………………141 
 
 vi
Abstract  
 
Current educational leadership literature indicates the need for spiritual leadership 
to create the schools needed for the future; however there are few rigorous quantitative 
studies on this subject. By way of a survey, developed using the theories of McGregor, 
Maslow, Kolhberg and Fowler, this study attempts to differentiate between three specific 
leadership styles: Theory X (coercive), Theory Y (Humanistic) and Theory Z (Spiritual) 
in an effort to contribute to the growing discussion on spiritual leadership in public 
education. The different types of leadership lead to different educational outcomes. 
Traditional forms of leadership lead to maintaining the status quo without reform being 
achieved. Spiritual leadership seeks to qualitatively change the structure of education. In 
an effort to discover the possibility of actual reform, this study discovered whether 
current leaders possess the leadership orientation, assumptions and attitudes the literature 
describes as necessary for reform to take place. This study asks four research questions: 
How prevalent are the leadership types X, Y, and Z among public school principals? 
What is the relationship between leadership types and worldview assumptions? What is 
the relationship between leadership types and spirituality? What is the relationship 
between leadership types and political/educational attitude? The goal of the study is to 
contribute to the literature on educational leadership, particularly to the clarification and 
understanding of the often misunderstood notion of spiritual leadership.  
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Chapter 1 
Introduction to the Study 
This dissertation is a report of a quantitative study focused on public school 
principals in an effort to understand the prevalence of Leadership Theories X, Y, and Z in 
public education. The study is based on public school principals in the state of 
Pennsylvania.  
Educational leadership literature indicates the need for spiritual, or what will be 
called for the purposes of this study, Theory Z (Maslow, 1971) leadership to build 
leadership effectiveness and development and to meet the reform needs in public 
education (Brubaker & Coble, 2005; Chopra, 2002; Glanz, 2006; Fullan, 2002, 2003; 
Houston, 2002; Houston & Sokolow, 2006; Purpel & McLaurin, 2004; Soder, 2002; 
Sokolow, 2002; Solomon & Hunter, 2002; Wheatley, 2002). However, the majority of 
the theoretical and empirical literature is directed toward the business community 
(Ashmos & Duchon, 2000; Covey, 2004; Collins & Porras, 1997; Csikszentmihalyi, 
2003; Fairholm, 1998a, 2001; Fornaciari & Dean, 2001; Fry, 2003; Giacalone & 
Jurkiewicz, 2003; Harlos, 2000; Klenke, 2003, 2004; Korac-Kakabadse, Kouzmin & 
Kakabadse, 2002; Lane & Klenke, 2004; Lynch & Lynch, 1999; Mitroff & Denton, 1999; 
Neal, 1997; Neal, Lichenstein & Banner, 1999; Peters & Waterman, 1982; Posner, 1999; 
Sander, Hopkins & Geroy, 2003; Senge, Kleiner, Roberts, Ross, Roth, & Smith, 1999; 
Senge, Scharmer, Jaworski, & Flowers, 2004; Smith, 2001; Wheatley, 1999a, 1999b, 
2002a, 2002b; Whyte, 1996; Wolf, 1999). 
What is needed is an investigation of the type of leadership that is currently 
prevalent in the field of public K-12 education. 
Coercive to Spiritual     4 
 
School districts have historically supported the development of the principal as 
the instructional and managerial leader of the school. However, the principal, prepared as 
an instructional and managerial leader, is too narrow a concept to carry the weight of the 
reforms that are needed for the future of public education (Brubaker & Coble; Glanz, 
2006; Fullan, 1998, 2002, 2003, 2004; Hoyle, 2002; Houston, 2002; Houston & Sokolow, 
2006; Pelicier, 1997; Purpel & McLauren, 2004; Sokolow, 2002; Wheatley, 2002, 1999; 
2004).  
Historical methods of leadership described as Theory X, or Transactional 
Leadership, have focused on maintaining the status quo (Marzano, Waters, & McNulty, 
2005). Theory X (McGregor, 1960), also described as Pattern A (Argyris, 1971) or Type 
I (Heifetz, 1994; Heifetz & Linsky, 2002), are leadership models associated with 
maintaining the current system through top-down control and management. Due to its 
emphasis on maintaining the status quo, Theory X leadership will therefore not be 
adequate in moving education to the reforms needed to close the achievement gap. 
Theory Y (McGregor, 1960), alternately know as Pattern B (Argyris, 1971), Type II  
(Heifetz, 1994; Heifetz & Linsky, 2002), or Transformational Leadership Model (Burns, 
1978; Leithwood, 1994), describes transformational leadership as necessary to meet the 
challenges of reform in the twenty-first century. Though Burns’ model claims to convert 
leaders into moral agents (1978), the development of moral leaders at the highest levels 
of Kohlberg’s theory (Stage 7) places moral development in a spiritual rather than a 
moral context. As leadership theory has evolved, the lack of a spiritual component has 
caused some scholars to describe current theory as defective (Fairholm, 1998, 2001). 
Theory Z has emerged to meet this defect and to further meet the developmental needs of 
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both follower and leader (Bowles & Gintis, 1977; Covey, 2004; Fairholm, 1998; 2002; 
Fry, 2003; Glanz, 2005; Houston & Sokolow, 2006; Klenke, 2003, 2004; Kohlberg, 
1980; Maslow, 1968, 1971; Sanders, et al., 2003; Senge, Cambron McCabe, Lucas, 
Kleiner, Duttom, & Smith, 2000; Senge, Scharmer, Jaworski, & Flowers, 2005). 
A characteristic of an effective public school leader is that she/he be a moral agent 
(Council of Chief State School Officers, 1996). Burns distinguishes the problem of 
personal agency versus structure by recognizing that institutionalized structures are filled 
with individual agents, and that attending to the moral needs of individuals within the 
structure is the way to create change in the structure. Attending to the moral well-being of 
students and teachers is important in these times (Fullan, 2002; Council of Chief State 
School Officers, 1996; Purpel & McLauren, 2004). In fact, “Indexes of physical, mental, 
and moral well-being are declining” (Council of Chief State School Officers, p. 5) and 
“the social fabric is unraveling for many children and their families” (Council of Chief 
State School Officers, p. 5).  
The framework used by the Interstate School Leadership Consortium to develop 
effective leadership capacity revolves around knowledge, dispositions, and performance. 
While the Council easily accepted knowledge and performance standards, the difficulty 
of assessing dispositions caused consternation (Council of Chief State School Officers). 
However, through their work the Council found that dispositions were of central 
importance. The Council agreed with Perkins’ (1995) description—“dispositions are the 
soul of intelligence, without which the understanding and know-how do little good” (p. 
278).  
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What is it behind understanding and know-how that is believed to occupy center 
stage and lead us in one direction or another (Perkins, 1995)? Hume (2004) believed it 
was “some internal sense or feeling, which nature has made universal in the whole 
species” (p. 5). Others believe it is conscience, being in touch with Source or the quiet 
voice of God (Covey, 2004; Glanz, 2005; Houston & Sokolow, 2006; Polanyi, 1962, 
1964; Sanders et al., 2003; Senge et al., 2004; Zohar & Marshall, 2000). The Council 
defines disposition as the beliefs, values, and commitments of the leader. By way of a 
survey composed of distinguishing attitudes and behaviors of the Theories X, Y, and Z 
leadership models, this study will attempt to clarify into which category leaders in 
Pennsylvania fall, attempting to discover the attitudes and behaviors that are ultimately 
behind the leaders’ actions (Sanders et al., 2003). 
Fullen (1993) and Sarson (1990) have written that public school reformers are in a 
no-win situation in that the institutionalized structure of public education is inherently 
adverse to reform. Given that educational reform has been less than successful for the 
past century (Bowles & Gintis, 1977; Ravitch, 2000), current leadership theory is 
pointing toward Theory Z, or spiritual leadership, as the model that will create change 
within the individual agent and thus create change within the institution of education. 
Such changes, however, require adaptive challenges. Rather than mere technical 
solutions, these are fundamental changes in beliefs, values, and behaviors (Heifetz, 1994; 
Heifetz & Linsky, 2002), the most important of which is “to stay alive in our spirit, in our 
heart,” and calls for “the courage to keep our heart open; it requires what Roman 
Catholics call a sacred heart or what in the Jewish tradition is called an open heart” 
(Heifetz & Linsky, 2002, p. 3).  
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The requirement of a scared heart brings effective leadership into a spiritual 
context, a context “centered in the cosmos rather than in human needs and interest, going 
beyond humanness, identity, and self-actualization, and the like” (Maslow, 1968, p. iv). 
Spiritual leadership takes the next step past becoming a moral agent, as associated with 
transformational leadership, by asking why be moral? Addressing the questions of why 
be moral, or why be just in an unjust society, places the conversation in a spiritual context 
(Kohlberg, 1980; Fowler, 1995, 2000). The Theory Z leader is able to step outside of the 
systemic institution and question whether the system itself is moral and just, and is 
willing to suffer the consequences of making systemic change (Kohlberg, Fowler, & 
Heifetz, 1994; Newton, 1995). To lead from this context requires attributes that are not 
found in Theory X or Theory Y leadership models. 
 One set of attributes cuts across effective principal leadership and allows them to 
persist—spiritual leadership, or Theory Z leadership (Bolman & Deal, 2002a; Fairholm, 
1998, 2001; Fry, 2003; Ganz, 2005; Houston, 2002; Houston & Sokolow, 2006; Sanders 
et al., 2003; Sokolow, 2003). When Bolman and Deal (2002a) asked what it was that 
sustained the optimism and commitment of principals, they became “convinced that the 
answers hinged on matters of faith, soul, and spirit” (p. 21). Bolman and Deal (2002a) 
and Fairholm (1998, 2001) are clear in stating that effective leadership is not related to a 
specific leadership style, but that key qualities such as focus, passion, wisdom, field 
independence, courage, and integrity are all “rooted in faith and soul” (Bolman & Deal, 
2002a, p. 22). “The quest for soul requires reclaiming and rekindling your spiritual 
center” (p. 23).  
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 The spiritual center is described as spiritual intelligence.  In an effort to describe 
the impact of spiritual intelligence on leadership, specifically Theory Z leadership, this 
study will define leadership within the framework of McGregor’s (1960) Theories X and 
Y leadership models and Maslow’s (1971) Theory Z leadership model. Maslow’s 
Hierarchy of Needs (1971), Kohlberg’s Stages of Moral Development (1980), and 
Fowler’s Stages of Faith (1981) further clarify the basis of Theories X, Y, and Z 
leadership models.  
Most leadership styles are based on the Theory X leadership model. Theory X 
leadership emphasizes coercion, control, and punishment as traditional management 
practices. According to Theory X, these practices are needed because people are lazy, 
resistant to change, and would prefer to be led (McGregor, 1960). Theory X is self-
perpetuating in that it promotes superficial harmony, but results in apathy and 
indifference. This is similar to the historical process of education described below—
coercive and externally controlling, leading to apathy, proving that students and teachers 
alike are apathetic and need to be controlled. Leadership Theory X has been focused 
mainly on the control of people by way of meeting the lower external needs.  
The core principal of Theory Y leadership is “integration, the creation of 
conditions such that the members of the organization can achieve their own goals best by 
directing their efforts towards the success of the enterprise” (McGregor, 1960, p. 49). 
Theory Y leaders believe that people are not lazy and un-ambitious, but they can become 
so as a result of institutionalized systems. Theory Y leadership acknowledges higher 
levels of human needs and higher levels of moral development than the Theory X leader. 
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Theory Z leadership is defined for the purposes of this study to be a leader who 
has met both his deficiency needs and self-actualization needs and is pursuing a 
connection with his transcendent needs (Maslow, 1971). He has also met the 
conventional moral development stages and is actively seeking the ongoing commitment 
to connect with his post-conventional moral development stages, specifically the Stage 6 
and Stage 7 aspects of searching for universal principals (Kohlberg, 1981). The leader at 
this stage is now seeking universal principals upon which to transcend a self-serving ego 
and to base his leadership on service to others and a connection to a divine or 
transcendent higher power (Kohlberg, 1981; Fowler, 1995). The Theory Z leader is 
asking why be moral or just? These questions lend themselves to a spiritual structure that 
presupposes a moral structure “but goes beyond them in the search for answers” 
(Maslow, 1980, p. 323). In essence, this leader is consciously seeking to connect with 
Transcendence, God, Source, Ultimate Ground of Being, or another form of higher power 
which would have the effect of impacting the leader at the core of his being, thus 
increasing his effectiveness at reform and building leadership capacity within himself and 
his followership (Brubaker & Coble, 2004; Covey, 2004; Ganz, 2005; Houston, 2002; 
Houston & Sokolow, 2006; Senge et al., 2004; Sokolow, 2002). 
A spiritual leader does not dismiss his intellectual intelligence (IQ) or emotional 
intelligence (EQ), but is actively drawn or driven by the small voice of his spiritual 
intelligence to go beyond the finite understanding of human reason (Covey, 2004; Ganz, 
2005; Houston & Sokolow, 2006; Polanyi, 1962, 1964; Senge et al, 2004; Zohar & 
Marshall, 2000). The component of spiritual intelligence in this conception of spiritual 
leadership would add to the existing knowledge and skills of a principal, thus adding both 
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to the leader’s ability to motivate, capacity building, and thus to his overall leadership 
effectiveness.    
  While concerned with institutionalized public education’s inherent aversion to 
reform, Fullan (2002) believes that “the key to the next phase of developing educational 
systems is to realize that spiritual leadership and long-term accountability are intimately 
related” (p. 6). If educational leaders are to accomplish large-scale reform, the immediate 
goal is to infuse spiritual force into administrators and teachers (Fullan, 2002; Houston & 
Sokolow, 2006). A spiritual leader is seeking more than just quantitative change, such as 
higher standardized test scores. He is seeking to develop the whole student—the physical, 
intellectual, emotional, and spiritual aspects of being. “This task is one of education of 
the heart more than training of the head or hand” (Fairholm, 1998, p. 141). Affecting the 
heart, or conscience, of the followership requires a qualitative change, a shift in priorities 
from meeting institutional needs to meeting the self-actualizing and transcendent needs of 
the individual; that is, the post-conventional stages of moral and spiritual development of 
both students and teachers. To do this requires personal growth and development that 
threatens hierarchical authority (Bowles & Gintis, 1977; Fowler, 2001; Maslow, 1968). 
However, public schooling is based on the concept that “conformity to the social order of 
the school involves submission to a set of authority relationships which are inimical to 
personal growth” (Bowles & Gintis, 1977, p. 42). Thus, though Dewey (1957) may have 
seen educational reform as the means to eliminate the alienating and dehumanizing 
factory model of schooling, in reality business values and scientific management, both of 
which understood the student-as-commodity, continued to dominate public education 
(Bowles & Gintis, 1977). 
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 Clearly, then, uncovering spiritual capacity is important for building both 
leadership capacity and sustained reform (Fullan, 2002; Covey, 2004). The spiritual 
intelligence of leadership, however, is not addressed in the preparation of principals and 
is discouraged in graduate administration courses (Archer, 2005; Bolman & Deal, 1991; 
Goodlad, cited in Fullan, 2003; Fairholm, 1998, 2001; Fullan, 2003; Rezack, 2002). 
Fullan (2004), taking the need for spiritual leadership one step further, believes 
that for K-12 public school reform to take place there needs to be a “shifting of the 
existing power base in school systems and ultimately society” (p. 89). Sarason (1971) 
concurs with Fullan (2004) in that he believes educational reform cannot take place until 
there is a change in the existing power base.  
The current leaders of educational reform, No Child Left Behind (NCLB), are 
political policy makers. These policy makers “usually know shockingly little about the 
problems for which they purport to make policy. In this instance, however, the degree of 
separation between the problems of failing schools and policy prescriptions of NCLB is 
striking” (Elmore, 2003, p. 6). The government is in the position of those having vested 
interest in maintaining the institution of education as it currently stands. While there has 
been much discussion in both the media and in political rhetoric over the failure of public 
education and what to do about it, the discussion has been strictly limited within a narrow 
range of possible issues (Bowles & Gintis, 1986; Chomsky, 2000), such as aligning 
curriculum to state standards and more standardized testing. Being able to decide which 
issues are contestable and which issues are not part of the conversation is a subtle yet 
efficient use of the power of a few over the masses (Bowles & Gintis, 1977, 1986; 
Chomsky, 2000).  
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The government is now in charge of educational funding, the curriculum by way 
of mandatory high-stakes testing, and the certification of teachers by way of mandatory 
testing and certification. What and whom money is spent on, what is considered worth 
knowing and how that knowledge is measured, and who is considered knowledgeable and 
worthy enough to teach it is all decided by the state and federal governments. The 
governments currently exercise an asymmetrical use of power in that the rules of the 
game confer systematic advantage to those in power as opposed to those who should be 
served by the public schools, the children (Bowles & Gintis, 1986).  
Concerning the self-serving role of policy makers, Collins (2004) states, “I cannot 
recall a single presentation by or conversation with individuals in a policy-impacting 
position that included any mention of children” (p. 2). Children are not at the center of 
educational reform; they are pawns in the institutionalized structure. Holton (2003) 
describes the basic problem in public education as resulting from the fact that “apart from 
their own parents' sympathy and politicians' sentimental pronouncements, the children of 
America are the most disenfranchised members of society” (p. 7).  
Educational reform is in what Quigley (1979) calls the reactionary stage or what 
Bowles and Gintis (1986) term institutional equilibrium. At these stages, those having 
vested interests while having the power to make change do not have the intent (Bowles & 
Gintis, 1986) and would seem more concerned with maintaining the status quo, which 
seems to indicate that reformers will have a difficult time in reforming the institution of 
public education. This is a significant problem in the field of education. If the leader is 
within the middle to lower motivational, moral, and spiritual developmental frameworks 
described by Maslow (1968, 1971), Kohlberg (1981), and Fowler (1995), the leader has 
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not developed the intrinsic ability to question, much less act on the detrimental effects of 
the societally embedded, politically run, systemic institutionalized public school of which 
he is a product. In such a system, the teacher teaches as he was taught and manages as he 
was managed; in a hierarchical structure, control and subordination are key (Tyack, 
1974).  
Herein lies a question of the “dynamic interaction of rules and actors,” what 
Bowles and Gintis (1986, p. 186) describe as a democratic dynamic. Where the 
democratic dynamic exists, the interplay between actors and rules renders actors more 
committed to democratic decision making and participation and the rules more 
democratic. On the other hand, the absence of the democratic dynamic tends to 
perpetuate the sentiments, capacities, and organizational structures that reaffirm the rules 
rather than provide space for change. This situation is of importance in that if the higher 
developmental stages are not being modeled within the school system or larger society, 
how will the children within that dominant educational model be able to have access to 
the consciousness of self-actualization and ego transcendence, let alone seek to integrate 
the “central prerequisites for personal development be it physical, emotional, aesthetic, 
cognitive, or spiritual” (Bowles & Gintis, 1977, p. 265) of the whole human being.  
The following section illustrates the struggle between reformers and those with 
vested interests in the current power structure. In Chapter 2 (p. 47), further clarification 
between the moral and spiritual development of those characterized as reformers and 
those characterized as having vested interests will be discussed in the section on Maslow, 
Kohlberg, and Fowler. For now, it can be said that reformers tend to be at the highest 
levels of each of the theories, yet these same individuals tend to be marginalized or 
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excluded by the rules and regulations of the systems they are trying to help.  The 
reformers are seeking transcendent principles on which to develop a truly democratic 
state of equality, the type of democracy desired by the Founding Fathers, a democracy 
based on moral and spiritual values, the first of its kind in the history of mankind 
(Needleman, 2002). On the other hand, as the transcendent values of democracy have 
become intertwined with the economic values of capitalism (Bowles & Gintis, 1977), the 
institution of public education no longer serves the children it claims to not leave behind, 
but instead serves a power structure of vested interests that is content with the status quo.  
 The thinking of policy makers in the reactionary stage perpetuates the 
asymmetrical use of power in maintaining the status quo. Thinking of this type is not the 
type of thinking on which to base decisions affecting the children of our society. Yet the 
policy makers, who have vested interests in maintaining public education as it is 
perpetuate the reactionary state of public education. 
 
Institutionalization and the Problem of Reform 
Quigley (1979) describes reform in terms of the transformation of social 
“instruments,” which involves “the transformation of social arrangements functioning to 
meet real social needs” into “institutions,” which are invested with “serving their own 
needs regardless of real social needs” (p. 17). Once a vested interest institution is 
established, its main goal is to advance its own interest. Its initial purpose of meeting a 
societal need is no longer its primary function. “Vested interest groups are generally 
tending to defend a relatively ineffective system, and the reformers are generally 
advocating measures that would increase the organization’s relative effectiveness in 
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achieving its social purpose” (p. 116). This process can be called the institutionalization 
of instruments and is a common social phenomenon (Quigley, 1979). As the social 
instrument transforms into an institution, it begins to meet its purpose in society with less 
effectiveness and begins to create discontent in those outside of the vested interest 
institutions. This process is clearly happening in public education today. The 
institutionalized public school places priorities on preserving “institutional practices and 
structures rather than their transformation” (Davis & Farbman, 2004, p. 52). Public 
education is highly institutionalized, and it is regarded as being markedly less effective 
than society expects (Quigley, 1979). The resulting institutional tension from this 
situation leads to three possible outcomes: reform, circumvention, and reaction (Quigley, 
1979). 
Certain alternative, charter, and privatized schools could be argued as making 
reform or circumvention, but at their core the structure is the same as regular public 
school. Although arguments for reform and circumvention could be made at individual 
school levels, it appears that for public school education as a whole reaction is the current 
and unfortunate outcome: “If the outcome is reaction, ineffectiveness becomes chronic, 
and tension remains high” (Quigley, 1979, p. 118). What tends to happen is more or less 
talk about educational reform and more of what has been done in the past (Senge, 2000). 
Chomsky sums up this debate around current educational reform by remarking on its 
deceptive nature: 
The smart way to keep people passive and obedient is to strictly limit the 
spectrum of acceptable opinion, but allow very lively debate within that 
spectrum—even encourage the more critical and dissident views. That gives 
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people the sense that there’s free thinking going on, while all the time the 
presuppositions of the system are being reinforced by the limits put on the range 
of the debate (Chomsky, cited in Kohn, 2004, p. 174). 
Thus, the shift in the system or power base tends to be discussed but not actually 
reformed, and what is allowed in the discussion is highly mediated, regulated, and limited 
by unquestioned societal beliefs (Bowles & Gintis, 1977). Reform is then manifested as 
cuts in educational funding, increases in class size, and reduction of professional 
development. Educational leaders end up taking on new responsibilities, such as 
standards-based reforms and increased testing, without any additional resources (Cuban, 
2004). The spiritual nature of this discussion is important in “that the moral and spiritual 
boundaries are the truly critical dimensions of power since it is they that give power its 
direction and meaning” (Purpel & McLaurin, 2004, p. 57). If the moral and spiritual 
boundaries of the current power base can justify articulating a mandated reform to meet 
the needs of every child while at the same time cutting funding, increasing class size, and 
not addressing the racial, social, and economic inequalities which are at the root of these 
inequalities, then true reform is merely talk (Cuban, 2004). If current leaders holding the 
power to reform schools are morally and spiritually able to conduct themselves in such a 
way, the boundaries of power then seem only established by economic concerns. If that is 
the case, then students are merely cogs being prepared to replace older cogs in an 
economically efficient way. The factory line model of education is thus continued. This is 
especially true in the case of poor minority children, who are already at a disadvantage 
due to societal inequalities, now going into school where the punitive measures of NCLB 
doubly punish them because they are already behind. Despite this lag, they have to 
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achieve the same timetable as children in wealthy districts. Schools did not cause the 
achievement gap, yet by focusing all reform on high-stakes testing, policy makers 
disregard all environmental causes; they seem to believe “that public schools can produce 
equity regardless of social inequity” (Meier & Wood, 2004, p. 71).  
There have been efforts to address the achievement gap since 1965 when the first 
Elementary and Secondary Education Act was introduced. However, the achievement gap 
between the socially, economically, and racially disadvantaged is still problematic three 
years into the reauthorization of the Elementary and Secondary Education Act of 2002, 
better known as No Child Left Behind. Many authorities show that the gap has only 
widened.  
For forty years, American education has seen a steady increase in the use of high-
stakes testing in an effort to close the achievement gap. There is a steady increase in 
testing because it is assumed that high-stakes testing is a panacea for the widening 
achievement gap (Kohn, 2000, 2001, 2004a, 2004b, 2005; Meier & Wood, 2004). Within 
the preceding assumption lies the thought that social and economic variables are not an 
aspect of the reforms needed to address closing the gap and that test scores alone are 
good measures of an individual's performance, no matter the differences in students' 
motivation, emotionality, language, and social status (Berliner, 2004; Sternberg, 2004). 
How economic variables, non-instructional factors, and other variables impact a student’s 
life explains a large portion of the variance among test scores when schools or districts 
are compared (Berliner, 2004; Sternberg, 2004). According to Meier and Woods, 
however, psychometric testing is a poor predictor of school success, especially when 
minority children, the poor, and learning disabled students are concerned. In essence, 
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testing is assumed to provide an equal opportunity for all students to demonstrate their 
knowledge when, in fact, the playing field is quite uneven (Bracey, 2000, 2003a, 2003b; 
Kohn, 1999, 2000; Sunderman & Kim, 2004; Sunderman, Kim, & Orfield, 2004, 2005).   
Further unexamined assumptions concerning high-stakes testing enforced by 
NCLB, and based on the punitive idea that testing will improve student learning are: 
students and teachers need high-stakes tests to know what is important to learn 
and to teach; teachers need to be held accountable through high-stakes tests to 
motivate them to teach better, particularly to push the laziest ones to work harder; 
students work harder and learn more when they have to take high-stakes tests; 
students will be motivated to do their best and score well on high-stakes tests; and 
that scoring well on the test will lead to feelings of success, while doing poorly on 
such tests will lead to increased effort to learn (Kohn, 2004b, p. 23).  
The policy makers behind NCLB seem to believe that “neither children, their 
teachers, their families, nor their communities can be trusted to make important decisions 
about their schools” (Meier & Wood, p. 71). These are all hallmarks of Theory X 
leadership and its controlling, coercive, motivational methods. Many educational experts 
and organizations condemn the practice of basing important decisions, such as graduation 
or promotion, on the results of a single standardized test (Bracey, 2000, 2003b; Braun, 
2004). 
Test development itself can be questioned when it comes to quantifying a human 
being in that the more a quantitative social indicator is used for social decision making, 
the more likely it will be to distort and corrupt the social process it is intended to monitor 
(Rhoads & Madaus, 2003; Kohn, 2000, 2004a, 2005). Within the educational context 
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defined by high-stakes testing, the exam content eventually defines the curriculum and 
transfers control over the curriculum to the agency controlling the exam (Rhoads & 
Madaus, 2003; Sternberg, 2004). Teachers are then forced to pay attention to the high-
stakes tests and adjust their instruction accordingly. Ironically, the currently used norm-
referenced tests (i.e., PSSA, SAT, MAT, CAT, ITBS, CTBS) were never intended to 
measure the quality of learning or teaching. What now matters in public education is 
what students know by way of content transfer; lost is the critical skill of using new 
knowledge. Schools are thus forced to promote rote learning rather than meaningful 
understanding. To a large extent, NCLB is furthering the factory line model of public 
education. The factory line model will not produce students at the higher end of 
Maslow’s, Kohlberg’s, and Fowler’s motivational, moral, and spiritual stages. Yet for the 
full effectiveness of a Theory Z leader, meaningful understanding is a requirement, not 
merely the ability to know atomized facts (Quigley, 1966, 1967, 1979). 
  The whole emphasis on test results causes the test score to become the sole 
indicator for graduation and future life choices, even though there is great debate over the 
benefits of high-stakes testing (Amrein & Berliner, 2002; Amrien-Beardsley & Berliner, 
2003; Bracey, 2000, 2003a, 2003b; Clarke, Haney, & Maduas, 2000; Gallagher, 2004; 
Klein, Hamilton, McCaffrey, & Stecher, 2000; Kohn, 2001, 2004a, 2004b, 2005; Linn, 
Baker, & Betebenner, 2002; Mabry, Poole, Redmond, & Schultz, 2003; Meier, 2002; 
Popham, 2002; Rhoads & Maduas, 2003; Rosenshine, 2003; Shore, Madaus, & Clarke, 
2000; Shulman, 2005; Sternberg, 2004; Sunderman & Kim, 2004a, 2004, 2005). Shulman 
(2005), concerning the conflicting conclusions made from the same data, stresses that 
values must be better utilized when quantitative research is used to determine educational 
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policies for children. Unfortunately, society has come to value test results as the goal of 
schooling rather than as a snapshot or useful but fallible indicator of achievement (Meier 
& Wood, 2004). 
It is the “sense of ‘spiritual’ conviction connected to a sense of social justice” 
(Erricker, 2002, p. i), rather than the capitalistic guiding values of “economic privilege 
based on property rights” (Bowles & Gintis, p. 3) that supports the American concept of 
democracy, which is embedded the public school system. Currently, democratic 
capitalism is presented as being “harmonious and mutually supporting” (Bowles & 
Gintis, 1986, p. 3) when in fact capitalism is based on economic privilege and democracy 
is based on the exercise of personal rights. Education is determined by acts that maintain 
the hierarchical relationship of the elite few over the mediocre masses, which maintains 
the power structure of rich and poor. There is no spiritual sense of social justice within 
purely capitalistic values. Humans in a capitalistic value system are not inherently equal; 
they do not have equal rights and do not have equal benefits within the hierarchical 
power structure. This struggle has its historical roots in the Biblical idea of one not being 
able to serve both God and Mammon (Mathew 6: 24). 
Values based on the production of wealth are contrary to the values of the moral 
and spiritual leader. Questions arise concerning the effectiveness of a spiritual leader: 
“Do those served grow as persons? Do they, while being served, become healthier, wiser, 
freer, more autonomous, more likely themselves to become servants? And what is the 
effect on the least privileged in society; will they benefit or, at least, not be further 
deprived” (Greenleaf, 1977, pp. 13-14). These questions are beyond the scope of a leader 
whose sights are set on self-interest and the reproduction of systems of oppression.  
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 Leadership theory has ignored the spiritual aspect of leadership, with the result 
that formal leadership theory is defective (Fairholm, 2001). Zohar and Marshall (2000), 
Covey (2004), and Polanyi (1962) describe how conscience, or spiritual intelligence, 
supports and guides our IQ and EQ. Leadership theory, in general, is based on the 
coercive Theory X leadership model, which does not acknowledge any inner notion of its 
followership. Within that mechanistic, industrial framework, students are merely trained 
to be replaceable cogs that will fit in easily as a worker and serve to advance the profit 
margin of the corporation. While there is much emphasis in public education on 
economic value (test score, budgets, numbers attending college), there is little on moral 
or ethical values, and even less on the spiritual nature of the student (Fairholm, 1998, 
2001). The positivistic underpinnings of current leadership theory deny the inner aspect 
of the leader, who in turn denies the inner aspect of students and teachers. The cycle thus 
repeats itself.  
 The spiritual Theory Z model, however, can hierarchically integrate Theory X and 
Theory Y leadership models within its more comprehensive model, enabling the Theory 
Z leader to connect with, motivate followership where the follower is, and model higher 
stages for the followership to aspire. Current leadership theory generally focuses on the 
lowest needs of the followership, eliminating the higher needs as valid motivators. 
Leadership theory is only recently beginning to develop models and language adequate to 
describe spiritual intelligence in leadership (Covey, 2004; Fry, 2003; Fairholm, 1998, 
2001; Lane & Klenke, 2003; Klenke, 2003; Sanders et al., 2003; Senge, 2004). Without 
the spiritual component, Fairholm claims the “caricature of the leader offered by 
contemporary leadership theory will become more and more the operational truth” (p. 
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49). That being the case, leadership theory will be no more than management theory 
(Fairholm, 2001; Barth, 2001). Extending the study of spiritual leadership into the field of 
education would add to the relatively new model of spiritual leadership theory. It may 
also add to the knowledge base of graduate level principal certification and preparation 
courses. Lastly and most importantly, it may add to the ability of principals to accomplish 
sustained educational reform. 
 
The Background of the Study 
At the core of public education lie two assumptions brought up by Greenleaf 
(2002) concerning the public school educational system: (1) “The assumption that some 
individuals know what another ought to learn, and are justified in imposing their 
judgment—backed up by sanctions” (p. 180); and (2) “The fact that our whole system of 
education rests on coercion: first the legal requirement for attending school until ages 16-
18; then the built-in compulsion to continue academic education by credentialing that 
begins with the secondary school diploma and continues through the Ph.D. degree and 
beyond” (p. 183).  
The history of the first assumption, that there is a hierarchy based on top-down 
control, is also assumed without question throughout leadership literature. McGregor 
(1960), Argylis (1976, 1993), Fry (2003), and Fairholm (1998, 2001) note the idea that 
most leadership styles are based on the concept that followers are lazy, need external 
authority, and need to be forced to do work. These assumptions at the core of Theory X 
leadership also assumes that maintaining the status quo of the followership is the desired 
outcome of institutionalized power systems, not the capacity to accommodate and create 
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change. Our public school system teaches our children to rely solely on external 
authority. The development of self-motivation and self-discipline are neglected and 
relegated to external rewards and punishments. The second assumption addresses “the 
moral risk in the assumption of virtue, and the extent of coercion in the whole educational 
process” (p. 184). Assuming, without question, that any bureaucratized institution of 
social imposition is acting in the service of those it claims to serve is indeed a moral risk 
in the same manner that democratic capitalism is assumed to be mutually supportive 
trains of thought when they are actually “contrasting rules regulating both the process of 
human development and the historical evolution of whole societies” (Bowles & Gintis, p. 
3). Tyack (1975) describes the moral risk in the assumption of virtue as “the tradition of 
cloaking the public school establishment in virtue” (p. 80). The result of the unexamined 
assumption of virtue, going as far back as 1878, led to the “mindless administrator whose 
trained incapacity blinded him to the results of his work” (p. 81), which allowed for the 
unquestioned reproduction of the status quo in oppressive hierarchical relationships 
between rich and poor. The moral risk in not examining the assumption of virtue is that 
over one hundred and thirty years later, federal government mandates are still talking 
about closing the achievement gap with under-funded, ill-conceived punitive measures, 
which tend to hinder rather than help children (Maier & Wood, 2004). If the system of 
education were resting on coercion under the assumption of virtue, it would appear that 
Fullan’s (2004) assessment of the need to shift the power base is a requirement. For if 
public school leaders were once public school students, spending twelve years in a 
coercive environment, it could be argued that Theory X leaders (McGregor, 1960) would 
be all too common. Chomsky (2000) believes public schools—  
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are institutions for indoctrination and imposing obedience. Far from creating 
independent thinkers, schools have always, throughout history, played an 
institutional role in a system of control and coercion. And once you are well 
educated, you have already been socialized in ways that support the power 
structure, which, in turn, rewards you immensely (p. 16).  
The extent of coercion under the assumption of virtue is indeed a moral and 
spiritual dilemma. In that once an individual’s spiritual intelligence, or conscience, goes 
consistently unheeded, that individual loses the ability to connect with the source of his 
spiritual nature. The individual becomes a fractured, fragmented human unable to reach 
self-actualization or transcendence (Covey, 2004; Maslow, 1968; Senge, 2004). Without 
attaining these higher stages of motivational, moral, and spiritual development, the 
individual is unable to question societal assumptions because he is too busy with the 
concerns of the lower stages which are involved with maintaining societal norms, which 
then reproduce and reinforce the hierarchical coercive structure under the guise of 
democratic equality. Questioning this assumption is at the base of the difference between 
coercive leadership and spiritual leadership (Fairholm, 1998, 2001; Greenleaf, 2000). 
Purpel and McLaurin (2004) describe the role of principals in the public school system as 
being both the oppressed and the oppressor, “we often are the system” (p. 73). The 
relationship a leader has with the power base (Fullan, 2004), or domination system 
(Wink, 1998, 2002), or doctrinal system (Chomsky, 2000) is of importance. It is in this 
relationship with the power base that we begin to see the differences in leadership styles 
and attitudes. Leaders committed to maintaining the current coercive system could be 
seen as Theory X leaders. Theory Y leaders would tend to notice that the structure is not 
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one of equality, but try only to make the best of a bad situation. The Theory Z leader 
would look to change the very foundations of a coercive system. Where the leader tends 
to put his commitment in support of the current hierarchical power base or to his 
conscience or spiritual intelligence shows where the leader stands on the continuum of 
Theories X, Y, and Z leadership styles. If the leader is not connected with his spiritual 
intelligence, then he may be unable to act on his deepest beliefs about what is best for 
students (Purpel & McLaurin, 2004). The principal may then be acting in a fashion 
making him complicit in the status quo (Littke & Grabelle, 2004; Purpel & McLaurin, 
2004). It is the leader’s moral imperative to find out and tell the truth as best he can 
(Chomsky, 2000). If reform is merely political rhetoric and not actively closing the 
achievement gap amongst the socially and economically disadvantaged children, the 
principal needs to act in such a way as to effect real reform—“advocating measures that 
would increase the organization’s relative effectiveness in achieving its social purpose” 
(Quigley, 1979, p. 116). However, advocating these measures can be seen as actively 
working against conventional societal norms.  
Theory Z leaders are at the developmental stages where questioning and acting to 
change societal norms are expected (Fowler, 1995). Their leadership will tend to “create 
zones of liberation from the social, political, economic, and ideological shackles” (p. 201) 
which can be seen by the current holder of power as subversive action. A Theory Z 
leader, having reached the highest developmental level, will have the ability to see all 
students who are socially, racially, and economically disadvantaged as equal persons 
deserving of equal treatment. Unlike the Theories X or Y leaders, they are committed to 
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systemic change that would provide equality to all through rational humanistic means and 
divine inspiration. 
 
Historical Context 
There is a certain wisdom of humanity which is common to the greatest men with 
the lowest, and which our ordinary education often labors to silence and obstruct 
(Emerson, 1983, p. 56). 
Throughout the course of public education, there is a long history of individual 
moral agents pursuing a progressive approach to education with a goal of developing the 
spiritual, emotional, intellectual, and physical aspects of the child. However, the roots of 
industrial age institutionalized public education were not focused on the development of 
children as unique, holistic human beings (Miller, 1997). While the first progressive 
movement, from 1880 to the first World War, and the social efficiency approach it 
spawned, and the second holistic movement, peaking in the 1930s and then again in the 
1960s, have all impacted education positively, the overarching structure of the institution 
was still to “render the mass of people more homogeneous and thereby fit them more 
easily for a uniform and peaceable government” (Rush cited in Miller, 1997, p. 22). 
Educational structure was developed to form an obedient uniform group who would 
follow authoritarian direction. This is an important point in regard to current educational 
reform in that the structure of schooling has been virtually unchanged since its inception 
(Gatto, 2003; Miller, 1997; Senge, 2000).  
The historical context of American education is noted because what is culturally 
accepted is what is accepted within the walls of education (Kohn, 2004). The embedded 
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relationship between public education and capitalist society adds to the difficulty of 
reform (Fullan, 2004; Sarason, 1971). The privileges of wealth, race, and gender within 
society are subtly reproduced by public education. The society and the public schools 
embedded within, participate in these forms of domination (Bowles & Gintis, 1986; 
Foucault, 1977; Chomsky, 2000). Foucault (1977) describes three means of subtle 
coercion and domination in what he calls the standards of normality. By way of 
hierarchical observation, normalizing judgment, and examination, societal expectations 
are placed on individuals constantly; so constantly, in fact, the ultimate product of 
normalization is that the individual ends up placing these same constraints on himself.  
Bowles and Gintis (1986) describe three ways society regulates social action: “(a) 
the forms and rewards of participation of individuals in a practice are socially regulated; 
(b) the range of feasible alternative forms of practice are socially delimited; and (c) the 
potential effectiveness of distinct types of practices are socially mediated” (Bowles & 
Gintis, p. 98). In essence, the ‘givens’ currently accepted by society regulates, limits, and 
mediates what public education is and does. Thus, reform-minded individuals offering 
alternative forms of education and educational thoughts would be construed as dissidents 
who are not socially accepted and would be marginalized by “experts” who regulate and 
mediate for the “good” of society. Historically, schools touted by those with vested 
interests were the panacea of all social ills, so anyone who spoke against them, even in an 
effort to improve them, were described as morally evil (Tyack, 1974). Due to this cloak 
of virtue the hierarchical power base placed over its system of social imposition (Tyack, 
1974), exposing and correcting the asymmetrical rules of the game that regulate (Bowles 
& Gintis, 1986) the social system and its unequal distribution of power and wealth is 
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seldom attempted, which has been the cause of the failure of past and present reform 
(Tyack, 1974). 
The school system has always been tightly embedded in the social system, which 
grew out of the industrial revolution (Senge, 2000). To an extent, education has followed 
what has worked first for the military and was then adopted by Industrial Age business. 
Neither of these institutions was focused on the betterment of individual children, but 
rather as training to staff a workforce (Gatto, 2003). It becomes evident that systemic 
educational change involves systemic societal change (Fullan, 2004; Sarason, 1971). 
American education was formed on the model of the Prussian military. The 
military success was due to the machine-age thinking of standardization and drill training 
for efficiency and uniformity (Gatto, 2003; Miller, 1997; Senge, 2000). Soldiers became 
replicable parts, and in so doing the machine-like Prussian Army became the standard of 
its day. Soldiers were trained to do small repetitive tasks that could be replicated by any 
other soldier.  
 The early Industrial Age factories made use of the success of this military format 
and created assembly-line production. With the ever-growing need to produce, factories 
needed larger numbers of workers. These workers needed to be obedient, uniform, and 
efficient. By the mid-nineteenth century, noting the great increases in productivity of 
assembly-line factories, educators brought the format to the school, hoping to incur the 
same results (Senge, 2000). Schools developed the characteristics of assembly lines 
where children were, and are still, separated by age, grade, ability, and subject (Gatto, 
2003; Senge, 2000). The initial tone and leader-follower relationship of Theory X was 
being set long ago (McGregor, 1960). All were to move along at specific times, achieving 
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specific goals, all of which were set by external authorities (Gatto, 2003; Senge, 2000). 
The result of this type of authoritarian, standardized, mechanistic schooling separated 
children from daily life and produced a standardized product (student) (Gatto, 2003; 
Miller, 1997; Senge, 2000). A hallmark of this type of schooling was the external control 
of the product/students (Gatto, 2003; Senge, 2000; Wheatley, 2002). Senge (2000) 
believes that the assembly-line model of schooling bears negative effects that still trouble 
education to this day— 
 
• It established uniformity of product and process as norms, thereby naively 
assuming that all children learn in the same way. 
• It made educators into controllers and inspectors, thereby transforming the 
traditional mentor-mentee relationship. 
• Motivation became the teacher’s responsibility rather than the learner’s. 
• Discipline became the adherence to rules set by the teacher rather than self-
discipline.  
• Assessment centered on gaining the teacher’s approval rather than objectively 
gauging one’s own capabilities.  
• Lastly, the assembly-line model tacitly identified students as passive objects 
being shaped by an educational process beyond their influence (Senge, 2000, 
p. 6-7). 
Education stressed the external motivational aspect of students and neglected, if 
not oppressed, internal motivation. Students were trained to seek approval from an 
external authority rather than develop a sense of self or rely on their own intrinsic 
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motivation. Gatto (2003) describes this system as a deliberate effort to eliminate the 
spiritual component of education, thus making student/future workers easier to control. In 
essence, the student is placed in an institution that functions by meeting only the lower 
level or deficiency needs of the students (Maslow, 1971). The moral development of the 
authority figure is generally at the pre-conventional or conventional stage, giving the 
student no model for post-conventional thought or action (Kohlberg, 1981). Students are 
then taught by way of modeling to seek to meet only their lower needs; to behave in what 
is morally conventional. In such a situation, transcendent needs, individual conscience, 
and the questioning of conventional societal beliefs are squelched (Fowler, 1995). In 
essence, the educational system suppressed the spiritual component that has historically 
been the place of the reformers dissident energy (Erricker, 2001). “The educational 
institutions did not encourage dissent; they trained the middlemen in the American 
system … those who would be paid to keep the system going, to be loyal buffers against 
trouble” (Zinn, 2003, p. 257).  
The effect caused by eliminating the spiritual component from children is 
described by Polanyi (1946):  
Nor can citizens who have radically abandoned belief in spiritual realities—on the 
obligation to which their conscience would have been entitled and in duty bound 
to take a stand—raise any valid objection to being totally directed by the state (p. 
78-79).  
If all public school students are forced to attend compulsory education, which in 
turn suppresses the internal spiritual nature of those students with external authority and 
control, they have lost the ability to add to their own education. As they mature, it would 
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seem that they also have a diminished ability to act on their conscience in the democratic 
process. As the one-time public school student moves into the university level, she/he has 
spent twelve years being trained to comply, conform, and be externally led (Gatto, 2003; 
Miller, 1997; Purpel & McLaurin, 2004). The immediacy of this issue is noted by 
President Steven Miller of Johns Hopkins University, who stated, “The University is 
rooted in the scientific method, and the scientific method cannot provide a sense of 
values, as a result we’re turning out skilled barbarians” (cited in Carlisle, 2003, p. 3). This 
is an important warning in that our universities are preparing our future teachers and 
educational leaders. The process perpetuates itself. It could be argued that this process 
leads one not to be prepared to participate in a democracy (Soder, 2002) but to be 
controlled by a totalitarian state (Polanyi, 1957; Palmer, 1990, 1993, 1998). In this 
process, the student is placed, by law, in a controlling, coercive, regulating, and 
normalizing environment—school. The authorities in the schools have themselves been 
trained and educated within that same controlling, coercive, regulating, and normalizing 
environment. The principals and teachers in that environment want to make it the best 
environment of control, coercion, regulation, and normalization that they can because 
they assume, without question, that while the environment has its problems, all in all it is 
a good environment. That environment then becomes the natural state of being; it is just 
the way it is. What are you going to do? Cannot fight city hall. All involved have gone 
under a normalization process (Foucault, 1977). In this way, as the oppressed student 
moves up through the system he learns to internalize the expectations of the system. 
Moving up still further, the student, by passing many examinations, has moved to a 
position where he can now be an authority and enforce the expectation of the system. The 
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oppressed has now become the oppressor, and the cyclical expectations of the system 
remain unquestioned.  
It appears, then, that the sum of the educational experience of principals who 
attended the public school system as children is not questioning, let alone preparing them 
for the task of shifting the existing power base (Fullan, 2004; Sarason, 1971). Senge 
(2000) is concerned as to the degree to which principals are unaware of public schools’ 
tendency to train students in maintaining the existing power base. In essence, the school 
system as power base plays a role in demotivating the student/worker, making her/him 
indifferent, passive, and apathetic (Argyris, 1976, 1993). If principals are unaware of this 
process, they are then a part of it. The call for spiritual leadership to shift the existing 
power base in an effort to achieve school reform will then go unheeded.  
 
Intellectual Context 
A reactionary form of human progress dates back to the humanism of the 
sixteenth century, reacting against the scholasticism of the medieval period. The 
medieval period was then reacted against by the Puritanism of the seventeenth century 
(Quigley, 1966). What had been accepted as truth in one period was more or less 
accepted because it was the opposite of a truth held in a previous period. One group 
tended to seek change as a reaction to what were the current conventional norms. What 
has not been so clear is that principles of earlier ages that have been rejected are still 
influential in the behaviors of the succeeding age (Quigley, 1966). The Puritan 
perspectives—“self-denial, self-discipline, glorification of work, and the subordination of 
the present to the future and of oneself to the larger whole” (Quigley, 1966, p. 833)—
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were the behaviors that fueled the nineteenth century’s industrial development; these 
perspectives, however, were no longer directed to a Puritan God but to the goals of 
industrial production (Quigley, 1966). These ideas placed value on work, social 
conformity, and external rewards, not on the development of the unique characteristics of 
individual children.  
The thread that has wound its way through this contradictory context has its roots 
in Cartesian skepticism and Lockean empiricism (Fairhlom, 1998; Polanyi, 1946; Senge, 
2000). Their doctrines emphasize the idea that man and the universe could be explained 
by critical reason alone (Fairholm, 1998; Polanyi, 1946). This train of thought implied 
that the universe was rational and could be “calculated and controlled” (Tillich, 1967, p. 
342), and those things irrational, which “would interfere with a calculable pattern of 
reality” (Tillich, 1967, p. 342) would be eliminated.  
Now, while this method of radical skepticism and empiricism were instrumental 
in the birth and growth of the industrial age, it was also instrumental in eliminating all 
traditional belief systems that provided purpose and meaning to human existence (Franks, 
1952; MacIntyre, 1984; Polanyi, 1946;). Quigley (1966) sees this form of rationalism 
“(that reality is rational and logical; that which is not rational and logical are unknowable 
and unimportant, such as observations from human senses) as analytical and quantitative 
methods leading to the industrial assembly line which inherently dehumanize the 
production process” (parentheses in original, p. 837). This same industrial assembly-line 
model, which dehumanized the production process, was imported to the institution of 
public schooling. The student/teacher learning relationship had then become a 
dehumanized production process, with its emphasis on producing future workers to fit 
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better within a system that did not see humanity as a requirement. In current terms, the 
test score is more important than the student. Holmes (cited in Abram & Madaus, 2003) 
stated: 
Whenever the outward standard of reality (examination results) has established 
itself at the expense of the inward, the ease with which worth (or what passes as 
such) can be measured is ever tending to become in itself the chief, if not sole 
measure of worth, and in proportion as we tend to value the results of education 
for their measurableness, so we tend to undervalue and at last to ignore those 
results which are too intrinsically valuable to be measured (p. 33). 
In essence, in public education that which makes a human, human became 
undervalued and at last ignored. The dehumanized product in educational terms is the 
student.  
Several embedded assumptions about learning and schools ensue from this 
perspective. The assembly-line structure itself created certain assumptions about learning, 
though they have remained largely unexamined these mental models are: 
• Children are deficient and schools can fix them. 
• Learning takes place in the head, not in the body as a whole. 
• Everyone learns, or should learn, in the same way. 
• Learning takes place in the classroom, not in the world. 
• There are smart kids and there are dumb kids (Senge, 2000, pp. 10-17). 
A significant problem that has run through education is that the majority of the 
people involved with education (parents, teachers, policy makers, etc.) would disagree 
with the assumptions noted. “Such is the power of unexamined shared mental models” 
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(Senge, 2000, p. 10). If, however, the system that produced the leader is dehumanized, 
fractured, and alienated, and if the inner state of principals is not addressed, or even 
oppressed, it appears that current reform initiatives may only mean another one hundred 
years of failed reform (Ravitch, 2000).  
Spiritual dimensions of leadership, “sense-making, connection-building, choice-
making, vision-inspiring, reality-creating roles of leaders” (Benito, 2000, p. 650), 
described as spiritual intelligence, need to be clarified and addressed for reform, not just 
doing more of the same, to take place (Fullan, 2002; Houston, 2002; Senge, 1999, 2000; 
Wheatley, 2002, 2004).  
 
Political Context 
The influence of the military, government, and business on education is still 
prevalent in the modern era. The launch of Sputnik, 1957, marked the beginning of 
politicians taking an active role in the conduct of education, which included the increased 
use of tests for assessment and accountability (Amrein & Berliner, 2002). Politicians took 
the launch of Sputnik as proof of the failings of American public education. They 
reasoned that if schools and teachers were doing their jobs, America would have been the 
first to launch a rocket into space. The push for standardized testing resumed full force. 
(It should be noted that the first push for standardized testing resulted from Samuel 
Gridley Howe’s concern over the Boston public school in 1844 (Tyack, 1975).) Soon 
thereafter, in 1965, in conjunction with the civil rights movement, the modern public 
school educational reform movement started with the enactment of Title 1, which is now 
a major component of the original Elementary and Secondary Education Act, to 
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specifically target minority and lower income students. Title 1 and the enactment of the 
Elementary and Secondary Education Act were specifically targeted to close the 
achievement gap between socially and economically disadvantaged students. In 1975, 
growing out of the federal Americans with Disabilities Act, schools enacted the 
Individuals with Disabilities Education Act (IDEA). IDEA was another attempt to 
address student learning, this time by focusing on students with learning disabilities, the 
majority of whom were (and still are) minorities and economically disadvantaged 
students. The IDEA was a major federal reform initiative that was to be forty percent 
funded by the government. As of this writing, funding has never exceeded seventeen 
percent (Torozzi, 2003). Currently, the disaggregate group of learning disabled students 
in the historically under-funded IDEA is the first group to not meet the proficiency 
requirements of NCLB. I mention this because there is an unspoken assumption within 
NCLB that assumes if students are taught more and work harder, they will succeed under 
the criteria of high-stakes testing. Ironically, under IDEA a learning disability assumes a 
student is disabled in that particular area. Bluntly, NCLB assumes that if a student 
requiring a wheelchair practices running enough, they will be able to run. Here again an 
under-funded and wrong-headed program implemented by policy makers is used to prove 
the failure of public education.  
This line of governmental reform became a media circus with the publishing of 
the A Nation At Risk report. In 1983, although the works scholarship has been questioned, 
its methodology questionable, its validity has come under significant criticism, and 
history has not found the report to be accurate, the publication of the A Nation at Risk 
report furthered the political push for high-stakes testing, which began the modern reform 
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movement in American education (Amrein & Berliner, 2002; Bracey, 2002a, 2003b; 
Kohn, 2003; Neil, 2002, 2004). One of the harshest critics of how the A Nation at Risk 
report was used is one of its primary writers, Gerald Holton (Holton, 2003). The 
politization of the report and how the report was used to re-elect the Reagan 
administration rather than stimulate reform caused one of the commissioners of the report 
to state, “We had been had” (Holton, 2003, p. 5). Reagan used educational reform as a 
political football in order to get re-elected. Many of the reforms the report did suggest 
that Reagan used in his campaign rhetoric where never implemented (Holton, 2003). 
Holton (2003) stated sharply, “In short, Reagan used ‘A Nation at Risk’ as a Trojan horse 
to help win the election. We had been used. Soon after he was re-elected, in 1984, the 
Education Department's budget was again sharply cut, and educational improvement 
disappeared from the administration's agenda” (Holton, 2003, p. 18). 
Ironically, a concern of the report which was neglected in the media coverage 
indicates that for a “free and democratic society, a high level of shared education 
involving our intellectual, moral, and spiritual strengths is required” (Holton, 2003, p. 6). 
When asked what he meant by “spiritual strength,” Holton (2003) stated that “it is 
understood best in terms of several of the 14 definitions of ‘spirit’ in the American 
Heritage Dictionary: vital principle or animating force within living beings; the essential 
activating principle of a person; proud spirit; strong loyalty and dedication; the real sense 
or significance of something” (personal email, January 20, 2003). The moral and spiritual 
strengths required for a free and democratic society are pushed aside, and the policy 
makers pursue more high-stakes testing, ignoring the spiritual aspect of children, while 
maintaining external control by way of quantifying children through high-stakes testing. 
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The late ‘80s initiative of Goals 2000, brought about by President Clinton who 
believed that the purpose of education was to prepare students to succeed in a global 
economy, furthered one of the original forces behind education—preparing workers for 
business (Miller, 1997; Purpel & McLaurin, 2004). The Presidential presence in 
educational reform was expected and each President’s new standards-based reform was 
an integral part of whether they would be elected.  
In the mid-1990s, following the century-old political drive to maintain a source of 
workers, the standards movement as a whole became a media event and political football 
(Bracey, 2003b). It was firmly entrenched within the media that American public 
education had fallen below the majority of other industrialized nations. The rhetoric of 
the A Nation at Risk Report, though seriously flawed (Bracey, 2002a, 2003b; Kohn, 
2003; Neil, 2002, 2004), is still used by both the media and politicians as proof that 
public schools are not doing their job, even though the schools are plagued with 
conflicting and poorly structured federal initiatives, which are then inadequately funded. 
This state of affairs has caused Cuban (2004) to believe that there is a disjunction 
between reality and rhetoric in the political nature of modern education. Senge (2000) 
believes that when the school system gets pressured to reform, it responds by doing more 
of the same, only harder. This appears to be the case in the recent accountability/high-
stakes testing initiatives which have pushed schools into becoming test-taking centers, 
testing students more than at any other time in the history of American education 
(Sunderman, Kim, & Orfield, 2004a, 2004b; 2005). This brings us to No Child Left 
Behind (NCLB).  
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NCLB, with all of its pomp and circumstance, is actually the re-enactment of the 
federal Elementary and Secondary Education Act of 1965, the purpose of which was to 
close the achievement gap for minority and economically disadvantaged children. The 
broad goal of NCLB is no different. Focused on the disaggregate groups of 
underperforming students, i.e., minorities, those in poverty, and those with disabilities, 
NCLB picks up where the original act left off. Specifically, NCLB intends to solve the 
problems these groups encounter by way of standardized testing. The law focuses on 
improving test scores, providing educational choice through vouchers, and the testing of 
teachers to ensure high-quality instruction (Darling-Hammond, 2004). While the law 
initially received bi-partisan political approval and civil rights advocates were firmly 
behind it, the approval did not last long. Sunderman, Kim, and Orfield (2004, 2005), from 
the Harvard Civil Rights Project, have voiced concerns that contrary to helping reduce 
the achievement gap NCLB may increase the dropout rate of the poor minorities, thus 
limiting any higher education. Many states have protested the Act, withdrawing from 
participation, and withholding local funding (Darling-Hammond, 2004). And there are 
many who see the effects of the NCLB Act as harmful to students and likely to destroy 
public education (Darling-Hammond, 2004; Kohn, 1999, 2000, 2001, 2004a, 2004b, 
2005; Neill, 2003; Cuban, 2004; Sternberg, 2004; Meirer & Wood, 2004).  
Torozzi (2003) believes the No Child Left Behind Act of 2001 is part of a mega 
trend in the increasing governmental control in educational reform. The idea of a single 
nationalized controlling body for educational policy is the largest step into education the 
government has made in the history of the United States (Elmore, 2003). Sunderman, 
Kim, and Orfield (2004a, 2004b, 2005) believe that since the federal government 
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assumed a major role in American education with the first Elementary and Secondary 
Education Act of 1965, the NCLB legislation is a significant and controversial change in 
federal educational policy. They note, “The model attempts to redefine the only important 
purpose of schooling as getting a federally approved rate of increase on math and reading 
tests. This approach ignores the judgment of the vast majority of educators who work for 
state and local agencies” (2004b, p. 10). According to Elmore (2003), “NCLB was an act 
of extraordinary political hubris” (p. 6).  
To clarify the reform situation, it should be noted that for thirty years the reform 
initiatives described above have claimed to address and resolve the gap between poor and 
rich children, low-achieving and high-achieving children, and significantly increase the 
proficiency in the academic areas of these children. However, the changes these reforms 
have supposedly addressed are still problematic. 
As mentioned earlier in this study, Senge (2000) noted that the assembly-line 
schooling that is still the model used today created the problems that current reform is 
trying to solve. This is a seminal issue in educational reform in that the institution that 
created the problem is trying to eliminate the problem without changing the institution 
that created it. Elmore (2004) believes there needs to be developed new ways to “push 
against the pathologies of the policies that effect our work” (Elmore, 2004, p. 10). Cuban 
(2004) states the “No Child Left Behind legislation graphically demonstrates the gap 
between words and deeds” (Cuban, 2004, p. 69).  
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The Problem of Leadership and its Relationship to Educational Reform 
While the educational leadership literature speaks to the need for visionary, 
creative, capacity-building leadership, the reality is more accurately described by the 
terms related by Barth (2001). Barth (2001) believes the evolving conception, and indeed 
mandate for the contemporary educational leader, is a “foul-weather job, one few desire 
and can tolerate” (p. 140). He sums up succinctly the current role of educational leaders: 
“Do the bidding (and do it well) of superordinates located elsewhere; for example, in 
central office Washington or Sacramento; Comply: agree to take on the goals (and often 
the means) of the superordinates; Believe in their goals (and means) effectively; Agree to 
be held accountable for attaining their goals, as measured by high-stakes testing” (p. 
141). This description of the current role of educational leaders is consistent with the 
reactionary stage of reform described by Quigley (1979). Barth (2001) finds this 
description of educational leadership as “frightening, demeaning, and disempowering (p. 
141).  
While current management styles masked as leadership styles (Fairholm, 1998, 
2001), stress, rationality, objectivity, the importance of self-interest, individuality, and 
detachment, they also neglect the importance of group membership, sense and meaning, 
morality, self-sacrifice, duty, and obligation as equally important values (Sergiovanni, 
1992). That being the case, leadership practice relies heavily on bureaucracy and 
technical rationality (Sergiovanni, 1992). Historically, leadership theory has not 
addressed the spiritual aspect of internal human needs. Leadership theory has been 
focused mainly on the control of people by way of meeting the lower external needs. 
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What Sergiovanni addresses is the difference between McGregor’s (1960) Theory 
X and Theory Y. As noted, Theory X emphasizes coercion, control, and punishment as 
traditional management practices. According to Theory X, these practices are needed 
because people are lazy, resistant to change, and would prefer to be led (McGregor, 
1960). Theory X is self-perpetuating in that it promotes superficial harmony, but results 
in apathy and indifference. This is similar to the process of education described above—
coercive and externally controlling, leading to apathy, which then proves people are 
apathetic and need to be controlled.  
McGregor’s Theory Y (based on Maslow’s (1954) hierarchy of needs) holds that 
people are not lazy and unambitious, but that they can become so as a result of 
institutionalized systems. What I have described so far is that the average person 
experiences a lifetime of Theory X treatment, which produces apathetic, passive, and 
indifferent people. Argyris (1957, 1964) recognized the same conflict between 
organizations and people. He believes institutionalized systems often treat people like 
children, leading to psychological failure. Here again the institutionalized system creates 
what it believes it is preventing.  
Fairholm (1998, 2001) and Palmer (1990, 1998) also agree with Sergiovanni’s 
assessment of leadership as management. What Fairholm (1998, 2001) clarifies is that it 
is an assessment of management not leadership. Not addressing those values of sense and 
meaning, obligation, morality, and self-sacrifice in leadership theory cause leadership 
theory to be defective (Fairholm, 1998, 2001), which in turn causes leadership to 
maintain its focus on controlling and treating people as objects.  
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Theory Z leadership, however, addresses those values of sense and meaning and 
addresses why a leader should conduct himself with a sense of obligation, morality, 
sacrifice, and a willingness to seek guidance from the divine (Brubaker & Coble, 2005; 
Covey, 2004; Hoyle, 2002; Houston & Sokolow, 2006; Mitroff & Denton, 1999; Senge, 
et al., 2004). 
 
Theory Z Leadership 
To a certain extent the gap between Theory Y leaders and Theory Z leaders is one 
of degrees (Maslow, 1971). The progression could be summed up by the term full 
humanness as opposed to diminution of humanness (Maslow, 1971). This description 
would fit within the context of a human being having a physical, intellectual, emotional, 
and spiritual aspect to their being (Covey, 2004; Fuller, 1981; Fairholm, 1998, 2001; Fry, 
2003; Houston & Sokolow, 2006; Polanyi, 1964; Senge et al, 2004, 2005). A human not 
developing along these four aspects of a human being would in some way be diminishing 
their humanness, as would an organization not acknowledging these four aspects be 
diminishing the humanness of its workers. Fowler (1995, 2000) describes an individual 
meeting his sixth stage as being “more fully human than the rest of us” (p. 201). It is an 
assumption of this study that public schools and the society in which they are embedded 
act to diminish the full humanness of both students, teachers, and administrators. It is also 
an assumption of this study that Theory Z, or spiritual leadership, is what is needed in 
order for students, teachers, and administrators to reach full humanness.  
 Maslow (1968, 1971, 1994) describes the difference between non-transcending 
self-actualizers (Theory Y) and transcending self-actualizers (Theory Z) in the following 
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ways. Transcenders find that peak or transcendent experiences are the most important, 
precious aspects of life. They can converse in the language of “mystics, seers, and 
profoundly religious men” (p. 273). They tend to perceive life unitively, sacredly, and 
holistically under the aspect of eternity (Maslow, 1968, 1971, 1994). Within this life 
perception is a dichotomy transcendent perspective that transcends competitions to a non-
zero sum, win-win form of gamesmanship (Maslow, 1971, 1994; Houston & Sokolow, 
2006). Transcenders seem to recognize each other and come to instant intimacy and 
mutual understanding, which includes a capacity for nonverbal communication. 
Ironically, the Theory Z transcender can have a tendency to experience a type of cosmic 
sadness over the state of the world—poverty, wars, and mistreatment of those less 
fortunate. In the specific case of educational leaders, there would be a sadness in current 
forms of standardized testing focusing on “higher IQ or greater expertness at some 
atomistic job” (Maslow, 1971, p. 279). The Theory Z leader would rather direct 
education to “human goodness” (Maslow, 1971, p. 279), “a transhuman education based 
on ‘not my will but thine’” (Maslow, 1971, p. 277).  
Theory Z leadership confirms the ideas of value-free mechanomorphic science 
and classical economic theory as being inadequate theories of human motivation 
(Maslow, 1971). Theory Z leaders believe that “humans have a higher nature that is as 
instinctoid as their lower nature” (p. 228). While Theory Y leaders seek self-actualization 
within the institutionalized structure, Theory Z leaders shake our usual criteria of 
normalcy (Fowler, 1995). They will “create zones of liberation from the social, political, 
economic, and ideological shackles” (Fowler, 1995, pp. 200-201) placed on humans 
through reductionist institutions. Their leadership can be seen as subversive (i.e., Jesus, 
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King, Gandhi, Newton, Guevara) and they often die (or are marginalized) at the hand of 
those they hope to change. The Theory Z leader, having reached a universalizing faith, 
tends to identify with persons whose “futurity of being is being crushed, blocked, or 
exploited” (Fowler, 1995, p. 203), and they are committed with their entire beings to the 
transformation of the world “in accordance with an intentionality both divine and 
transcendent” (Fowler, 1995, p. 201).  
 
The Problem 
Educational reform has proved to be problematic over the past one hundred years. 
Ravitch (2000) describes that century of reform as failed. More specifically, over the past 
thirty years political reform has been more concerned about political rhetoric than 
concerned for children (Collins, 2004; Cuban, 2004; Elmore, 2004; Holton, 2003). 
Addressing the political nature of educational reform culminating in the No Child Left 
Behind (NCLB) legislation, Cuban (2004) states that all educators have received from the 
past four presidents are “promises and flamboyant rhetoric…graphically demonstrating 
the gap between words and deeds” (p. 69). Recent cuts in educational funding, increasing 
class size, lack of professional development, and educational leaders taking on new 
responsibilities such as standards-based reforms and increased testing (both without 
resources allocated) demonstrate this gap (Cuban, 2004). A number of scholars describe 
the reform efforts of NCLB as deeply flawed and actually harmful to children (Bracey, 
2002; Cuban, 2004; Elmore, 2004; Kohn, 2003; Neill, 2003; Sternberg, 2004). To address 
these problems in educational reform, Fullan (2002) believes that “the key to the next 
phase of developing educational systems is to realize that spiritual leadership and long-
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term accountability are intimately related” (Fullan, 2002, p. 6). Fullan believes spiritual 
leadership is a critical motivator for addressing the sustained task of complex reform.  
However, what is seen as the key to the next phase of developing educational 
system—spiritual leadership—is in its infancy of theoretical development.  
 
Purpose of the Study 
The purpose of this study is to explore how prevalent the use of leadership 
Theories X (Coercive), Y (Humanistic) (McGregor, 1960), and Z (Spiritual) (Maslow, 
1971) are among (public) school principals. The different styles of leadership lead to 
different goals. Educational reform is a term heard often when speaking of public school. 
Certain forms of leadership lead to maintaining the status quo and reform is not achieved. 
One form of leadership claims to seek a “shifting of the existing power base in school 
systems and ultimately society” (Senge, 2004, p. 89), thus leading to true reform. 
Information gained by way of leadership styles may be predictive in assessing the 
possibility of educational reform. 
 
The Professional Significance of the Study 
 
 The professional significance of conducting this study falls into several 
categories. If, as the literature states, spiritual leadership can help close the achievement 
gap in K-12 public education, it would be important to know the prevalence of current 
leadership styles. 
 There are currently few, if any, rigorous studies exploring the extent to which 
principals rely on spiritual leadership to help implement current reform initiatives. To 
know the current interest, or lack of interest, principals see in the theory and construct of 
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spiritual leadership would add to the recent empirical research on spiritual intelligence in 
leadership.  
 Although the theoretical underpinnings of spiritual leadership are relatively new, 
assessing them in the daily work life of principals would add clarification and insight to 
the as yet unexplored area of spiritual leadership in public education. Currently, spiritual 
leadership is not addressed in graduate educational leadership programs. If the study 
indicates that principals are using spiritual leadership, that information could then be 
included in future educational leader graduate education and certification courses. 
 The population chosen—public school principals—is unique in that what they are 
being called to do is quite different than what they are actually doing, let alone what they 
are trained to do (Barth, 1999). If spiritual leadership would help principals become the 
leaders that the literature claims is needed, that information would impact future reform 
and leadership education. 
This concludes the first chapter. The context of this quantitative study has been 
described in which the problem is currently set. Chapter 2 (p. 48) will describe the search 
process and review the theoretical literature and empirical research.  
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Chapter 2 
 
Introduction to Literature Review 
Holding as we do that while knowledge of any kind is a thing to be 
honoured and prized, one kind of it may, either by reason of its greater exactness 
or of a higher dignity and greater wonderfulness in its objects, be more 
honourable and precious than another, on both accounts we should naturally be 
led to place in the front rank the study of the soul. 
De Anima Book 1, p. 1 
Aristotle (ca. 350 BC)  
 
Recent Interest in Spiritual Leadership  
Spiritual, or Theory Z Leadership, has become a topic of interest in the area of 
education. The 2004 American Education Research Association Annual Meeting held a 
program entitled Leadership Interactive Symposium: Exploring the Meaning and 
Significance of Spirituality for Educational Leadership (Retrieved on December 20th, 2004, from 
http://convention.allacademic.com /aera2004/session_info_id=207). The 
December/January, 1999, issue of Educational Leadership was dedicated to “The Spirit 
of Education.” The entire September 2002 issue of Scholastic Administrator was devoted 
to “Spirituality and Leadership” (Retrieved on Nov 11, 2002 from 
http://www.aasa.org/publications/sa/2002_09/contents.htm). The April 2004 issue of 
Educational Leadership includes an article on spirituality entitled “Leading from the Eye 
of the Storm” (Thompson, April 2004). The November 2005 issue of School 
Administrator, titled “Feeding Mind, Body, Spirit: Attending to the needs of the whole 
Coercive to Spiritual     49 
 
superintendent,” devoted two articles to the spiritual well being of superintendents: 
“Nourishing Our Spirit as Leaders” (Sokolow, 2005) and “Habits of Spiritually Grounded 
Leaders” (Thompson, 2005). Purpel and McLauren (2004) have published their book 
Reflections on the Moral & Spiritual Crisis in Education. Glanz (2006) has published his 
book entitled, What Every Principal Should Know About Ethical and Spiritual 
Leadership. Also, Houston’s & Sokolow’s book, entitled The Spiritual Dimension of 
Leadership: Eight Key Principles to Leading More Effectively, was presented at the 
American Association of School Administrators Conference in February 2006. Lastly, 
Terry Deal, coauthor of Leading with the Soul: An Uncommon Journey of the Spirit, will 
be a featured speaker at the 2006 Education Congress sponsored by the Pennsylvania 
Association of School Administrators. 
Though the spiritual aspect of leadership “may be significant, even crucial for 
success” (Leithwood & Riehl, 2003, p. 3), it is not clear as to whether or not leaders in 
the field are actually using Theory Z, or spiritual leadership. A survey of principals in 
Pennsylvania would indicate how typical such leadership is. Much of this literature does 
not fit within the quantitative, positivistic paradigm, thus creating a need for a 
quantitative study focused on public school principals to understand the existence or 
degree to which spiritual leadership guides them in their work experience.  
The preceding literature describes the growing interest in spiritual leadership in an 
effort to build leadership effectiveness and development and to possibly aid in the forty-
year-old promise of closing the achievement gap between the rich and the poor, a gap that 
over those forty years has only widened (Amrein & Berliner, 2002; Anyon, 1997; 
Berliner, 2004; Brubaker & Coble, 2005; Fullan, 2002, 2003; Houston, 2002; Purpel & 
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McLaurin, 2004; Soder, 2002; Sokolow, 2002; Solomon & Hunter, 2002; Wheatley, 
2002). A gap that will continue to widen under our current course of politically-driven 
educational reform (Gardener, 2005; Kohn, 2005; Kozal, 2005; Sternberg, 2004)—“Until 
we approach the problem of caring enough to lead with our hearts, we can never be as 
successful in educating children as we would like to be” (Pellicier, 1999, p. 95). Delpit 
(2003) states, “we can educate all children if we truly want to. To do so, we must be 
convinced of their inherent intellectual capability, humanity, and spiritual character” (p. 
20). What is needed is an investigation of the prevalence of Theory Z, spiritual leadership 
in the field of education in contrast with leadership styles following Theory X or Theory 
Y. 
Society is at an evolutionary place and time where spirituality is emerging across 
a wide range of venues: biology, physics, game theory, evolutionary psychology, 
business, management, adult education, popular books, magazines, education, leadership 
theory, and now educational leadership (Fullan, 2001; Ridley, 1996; Sober & Wilson, 
1998; Wright, 1998). Posner (1999) observes that the “workplace spirituality movement 
is gaining momentum and beginning to penetrate the conscience of the world’s 
corporations” (p. 72).  
Fullan (2001) believes “There are signs that moral purpose is on the ascendancy 
in schools and business” (p. 27). Fullan (2001) defines moral purpose as “principled 
behavior connected to something greater than ourselves that relates to human and social 
development” (p. 1). Hoyle (2003) states the key to spiritual leadership is “seeking the 
highest good in human interactions” (personal email, March, 20th, 2003). Hoyle (2002a) 
also thinks that spirituality is an essential ingredient in leadership. He states that a leader 
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ought to “rely on a power greater than yourself to guide your vision” (p. 27). However, 
seeking the highest good in human interaction or being guided by a power greater than 
oneself was not the foundation on which public school was built (Gatto, 2003; Miller, 
1997; Senge, 2000). Nor was it the basis for the majority of leadership theories 
(Fairholm, 1998; McGregor, 1960; Argyris 1993). In fact, control and coercion are at the 
core of most leadership models (Fairholm, 1998; Glasser, 1992; McGregor, 1960; 
Argyris, 1993).  
 
An Introduction to a Spiritual Perspective 
Spirituality is being discussed in non-zero sum game theory (Wright, 1998) as a 
way humans have evolved toward a higher purpose. Ridley (1996) and Sober and Wilson 
(1998) are studying the evolution of virtue and unselfish behavior, and Fullan (2001) has 
argued that moral purpose becomes stronger as humankind evolves. The scientific 
community, biology, physics, and medicine are writing of the unifying thought of science 
and spirituality (Miller, 1999; Polkinghorne, 1996, 1998; Schroeder, 2001; Chopra, 2000, 
2002; Gould, 2003). As for the scientific community, spirituality is not a new topic. 
Charles Darwin (1956) ends his seminal work, “On the Origins of Species,” with the 
statement: “There is grandeur in this view of life; with its several powers having been 
originally breathed by the Creator into a few forms or into one” (p. 560). Collins (cited in 
Gatto, 2001), the Director of the Human Genome Project, is open about his beliefs on 
religion and spirituality, describing his beliefs as intellectually inescapable. 
The philosophical community shows a similar pattern in that Hegel (1956) 
considered his theory of Dialectic as a proof of God’s existence—“that what has 
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happened, and is happening every day, is not only not ‘without God,’ but is essentially 
His Work” (p. 457). Emerson (1982) stated, “In that deep force, the last fact behind 
which analysis cannot go, all things find their common origin” (p. 187). Current 
philosophers attempt to explore this area without referring to spirituality, but the 
architecture of their thought seems similar to that of what Hegel and Emerson are 
describing.  
Bernstein (1998) emphasizes “the social character of the self and the need to 
nurture a critical community of inquirers” (Bernstein, 1998; p. 328). Bernstein (1998) and 
Kessler (2002) emphasize this need for community as an effort to remove the adversarial 
and confrontational style that has come about from a purely analytical, critical style of 
reason. Tillich (1967) describes four aspects of reason: Universal, Critical, Intuitive, and 
Technical. Universal reason is characterized by belief in the Divine mind, knowledge, 
ethical awareness or conscience, and aesthetic intuition; this is quite different from the 
analytical, technical reason being used today. One of Gibbons’ (1999) characteristics of 
post-modern spirituality is the denial of rationality as the sole source of knowledge. 
Peterson (2002) and Nodding (1998) lament the loss of the ethical and aesthetic in that it 
removes passion and relationality from reason.  
Critical reason has since moved toward technical reason, which has lost the 
spiritual dimension and focused more on the collection of facts (Saul, 1992; Smith, 1994; 
Stokley, 2002; Tillich, 1967). Technical reason is the form of reason most used today; 
Tillich (1967) describes it as a “tool to create tools” (p. 330). Lacking are other forms of 
reason, especially that of a spiritual nature. Taylor (1991) describes this form of reason as 
instrumental reason, “maximum efficiency, the best cost-output ratio, is its measure of 
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success” (p. 5). He goes on to describe societies that emphasize instrumental reason as 
being highly destructive to serious moral deliberation. Our current state of educational 
testing would be in line with this form of reason that is lacking a spiritual, relational 
aspect (Kessler, 2002; Stokley, 2002). 
 
A History of Spirituality in Education 
Spirituality in education is not a new idea. Holistic and Quaker educators have 
accepted spirituality as an integral component of education since their respective 
inceptions (Glines, 2003a, 2003b, 2003c; Miller, 1997; Faith & Practice, 1997). Quaker 
educational belief states that one can benefit more from education if it is “spiritual in 
nature and objectives, if it draws people ever nearer to a concern for others, and 
strengthens their commitment to live in accordance with spiritual principals” (Faith & 
Practice, 1997, p. 43).  
At the core of holistic educational thought is the “belief that human development 
unfolds according to an inherent order, direction, and wisdom that transcend our cultural 
and ideological prejudices (Miller, 1997, p. 93). Transcending cultural and ideological 
prejudices is characteristic of the higher stages of moral and spiritual development 
(Kohlberg, 1981; Fowler, 1995). The source of the holistic unfolding is the spiritual 
nature of the human being. To follow that thought, public school leaders may need to 
revisit the idea that education has a spiritual component and to understand their own 
concept of how spiritual intelligence impacts leadership.  
Throughout history, a holistic educational tradition has stressed the importance of 
treating education as a spiritual endeavor instead of a purely rational, reductionistic 
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curriculum of social imposition (Miller, 1997). Rousseau, Pestalozzi, Froebel, Channing, 
Emerson, Thoreau, Ripley, Alcott, Parker, and Illich (cited in Miller, 1997) were all 
cognizant of the spiritual nature of the educational process, a process that was not 
acknowledged by institutionalized public schools. Holistic educators believe that learning 
should be approached with the ideas that “human life has a purpose, a direction, a 
meaning that transcends our personal egos and our physical and cultural conditioning” 
(Miller, 1997, p. 79).  
Dewey (1957) was at the core of the first progressive movement in K-12 public 
education. The liberal progressive movement came to fruition after the First World War, 
a movement that could be said to first articulate the dichotomy between the relationship 
of individual agents and social institutions (Miller, 1997). Within this movement came 
the first strides toward child-centered education. Most of these experiments in education 
took place in private schools, characterized by the Montessori and Waldorf schools.  
The second movement came about in the late 1960s. Radical educators took the 
critique of society begun in the early 1960s and focused it on education (Holt, 1964; 
Kozal, 1967; Miller, 1997). This literature spoke to the idea that the pubic school’s 
primary purpose was to control all public school students. It was secondarily concerned 
with education and individual growth and development. Bowles and Gintis (1977) are 
clear in their thought that the public school education process is inimical to the student’s 
growth and development. In fact, they show empirically that creativity and independence 
are often seen as negative attributes, and that submission to authority is often seen as a 
positive attribute in the development of the students’ consciousness.  
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Historically, public education has had a consistent theme of individual agents 
seeking to meet the needs of other individual agents in positive and productive ways. 
However, throughout this same history there has been an institutionalized structure that 
has stifled the efforts of individual agents in an effort to maintain the status quo. 
Traditional factory-line education has been seen actually to work against students’ 
growth and development (Bowles & Gintis, 1976; Dewey, 1957; Holt, 1972; Illich, 
1970). Kozal (1975) describes school as the moral ether of a student’s life. In this way, 
public education embedded within an industrialized capitalistic society numbs the 
individual agent’s sense of justice and connection towards other agents. In essence, 
public school teaches - 
avoidance of conflict and obeisance to tradition in the guise of history. They teach 
equality and democracy while castrating students and controlling teachers. Most 
of all, they teach people to be silent about what they think and feel, and worst of 
all they teach people to pretend that they are saying what they think and feel 
(Kohl, 1969, cited in Miller, 1997, pp. 180-181). 
Bowles and Gintis (1977) describe this process by way of the development of the 
consciousness of students. They claim that the student’s beliefs, values, self-concepts, 
and modes of personal behavior and development are integral to the reproduction of 
consciousness on which the reproduction of hierarchical social structures is founded.  
Both student and worker consciousness is developed through the everyday experience 
and perception of their daily life. Education embedded in a capitalist society is structured 
to meet the needs of a capitalist society. Public education within the capitalist structure 
tends to pattern students’ personal development around the future “requirements of 
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alienated work” (Bowles and Gintis, 1977, p. 146). Thus, in a hierarchical and stratified 
world of education, the student’s hierarchy of needs and self-concept develop in a 
fragmented way (Bowles & Gintis, 1977; Senge, 1990; Senge, Kleiner, Roberts, Ross, 
Roth, & Smith, 1999; Senge, Cambron McCabe, Lucas, Kleiner, Duttom, & Smith, 
2000). The student then begins to channel his cognitive, emotional, and spiritual aspects 
to fit within the fragmenting and aliening structures of the economic work structure. In 
this way, school fosters certain developmental needs and punishes others. In essence, 
school fosters a “consciousness of the inevitable” (Bowles & Gintis, 1977, p. 128).  
The consciousness of the inevitable can be described as having three main 
attributes: submission to authority; temperament; and internalized control. Submission to 
authority includes being externally motivated, consistent, punctual, and persistent. 
Temperament includes being not aggressive, not frank, and not creative. And internalized 
control includes empathizing orders and deferring gratification. All of these traits are 
highly rewarded in both school and work in that they are highly compatible with 
maintaining stratified, hierarchical institutions that in turn reproduce the consciousness of 
both students and workers. What is more disconcerting is that the traits of creativity and 
internally motivated independence are seen as negative traits because they are 
“incompatible with conformity to hierarchical” (Bowles & Gintis, 1977, p. 136) 
institutionalized structures. 
 The structure of education in essence punishes the development of higher levels 
of Maslow’s needs. While Maslow (1943, 1968, 1971) believes that the majority of adults 
never achieve the higher levels of self-actualization and transcendence, it is evident that 
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both school and the workplace do not attempt to promote the development of the inner 
universal principal Kohlberg (1981) describes as the pinnacle of moral development.  
Contrary to the holistic approach, which Quigley (1966) defines as “training 
toward growth and maturity to prepare a person to deal in a flexible and successful way 
with the problems of life and of eternity” (p. 4), public education follows the industrial 
model of factory-line production. Public education became a normalization process for 
creating obedient workers to fill the rapidly expanding capitalistic market created by the 
industrial revolution (Foucault, 1977).  
The result of the factory-line model is a subtle, cyclical process of control and 
coercion that has been slowly forming since kings held absolute power over their subjects 
(Foucault, 1977). The process has evolved to become transparent and mostly unexamined 
by current educators—since they have undergone the same training within the same 
system (Argyris, 1976, 1993; Bowles & Gintis, 1977; Foucault, 1977; Senge, 1999, 2001, 
2004a, 2004b; Chomsky, 2000).  
McGregor (1960), Argylis (1976, 1990, 1993), Fry (2003), and Fairholm (1998, 
2001), as previously noted, argue that most leadership styles are based on the assumption 
that followers are lazy, need external authority, and need to be forced to work. These 
same assumptions are made concerning children in public school (Sergiovanni & Starratt, 
1988). Children grow up under the false assumptions that they are lazy and need to be 
forced to work. This false belief is at the core of standardized testing, that without 
punitive measures teachers will not teach and students will not learn (Gardener, 2005; 
Maier & Wood, 2003; Kohn, 1999, 2001, 2004a, 2004b; Sternberg, 2004). Any notion of 
personal obligation, self-sacrifice, morality, integrity, love, concern for the other, is 
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missing in the current model of education. The model is based on content transfer and the 
memorization of atomized bits of information.  
  Tyack (1975) notes that “the tradition of cloaking the public school establishment 
in virtue allowed schoolmen to denounce any attacks on their ideology or practices as the 
work of ‘enemies of democracy’ or selfish men of small vision” (p. 80). Here again the 
intertwining of the rhetoric of democratic values leads an emotional end-run around 
reason. Any dissenting critique of public school was construed to be an attack on 
democracy; therefore, an unjust hierarchal system led by the elite was spoken of in terms 
of equality and justice for all (Erricker, 2002).  
As noted previously, if it is correct, there is a normalization process that cyclically 
plays out in reproducing and maintaining the status quo and maintaining the bureaucratic 
institutionalized structure of public education. The effect of this process in education and 
leadership is a rather incestuous mix, one reinforcing the other. Foucault (1977) explores 
the role of coercion in education. He describes three means of subtle coercion in the 
standards of normality—hierarchical observation, normalizing judgment, and 
examination. Foucault (1977) follows the normalization process from the control of a 
person’s body to our current time of control of a person’s mind. These standards of 
normality are forms of subtle disciplinary power.  
Hierarchical observation is a means of discipline that coerces by way of 
observation (Foucault, 1977). The continuous surveillance by an external authority was a 
means of training people to behave in accordance of the socially imposed norms. The 
focus of punishment was reversed in that an authority did not have to wait for abnormal 
behavior to occur; any behavior that was not normal was sufficient for punishment. The 
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hierarchical authority had only to observe for non-compliance with the norm. 
Normalizing judgment reinforced a hierarchical structure of calculated gazes (Foucault, 
1977). 
Normalizing judgment allowed the full development of the mechanism of control. 
It made “the slightest departure from correct behavior subject to punishment” (Foucault, 
1977, p. 178). In essence, everyone was caught in a “punishing universality” (Foucault, 
1977, p. 178). What then occurs is that anyone who does not observe the artificially 
imposed rules and regulations deserves punishment for non-conforming. Any type of 
attention paid to one’s conscience would be seen as non-observance of the externally 
created norm. The rules and regulations could then “measure in quantitative terms and 
hierarchies in terms of values the abilities, the levels, the ‘nature’ of the individual” 
(Foucault, 1977, p. 183). The process “compares, differentiates, homogenizes, and 
excludes. In short, it normalizes” (Foucault, 1977, p.183).  
Examination is itself a process that combines hierarchical observation and 
normalizing judgment. It allows the normalizing gaze “to qualify, classify, and to punish” 
(Foucault, 1977, p. 183). Schools, to the extent that they are a sort of apparatus of 
uninterrupted examination,” (Foucault, 1977, p. 186) tend to ritualize examinations 
within the school environment. The examination process embeds students in a process of 
documentation, “it engages them in a whole mass of documents that capture and fix them. 
All of this documentation allows the individual to be described, judged, measured, and 
compared, leading, to correction, classification, normalization, and exclusion” (Foucault, 
1977, p. 188). What then occurs is that all that is not considered normal by those in 
authority can “rightfully” be excluded.  
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All of these coercive and controlling characteristics are found within the public 
school educational system in the forms of grading, age separation, standardized testing, 
and the reductionistic methodology behind current reform. This leads one to ask the 
question, who is making the decision as to what is normal? Bowles and Gintis (1986) 
note that liberal theory has preconceived “givens” that are taken for granted. Liberal 
theory, developed by Mills and Hobbes (cited in Bowles and Gintis, 1986) indicates that 
what is normal is what wealthy, White males believe to be normal. Within this concept is 
the suggestion of a divided world, where “rational and moral agents exercise a just and 
intrusive tutelage over the irrational and the dependent” (p. 122). It is in this dichotomy 
that the current achievement gap rests. This is more a problem of indoctrination than of 
learning. In essence, individuals are allowed to choose freely, but the choices are limited 
to preconceived givens. Taylor (1991) traces this concept back to the idea of soft 
despotism described by Tocqueville as an immense tutelary power-holding power over a 
fragmented, atomized and powerless people. 
Erricker (2002) describes this normalization process as “when learning becomes 
your enemy” (p. i). The process of “all pedagogic action is, objectively, symbolic 
violence (Bourdieu & Passerson, 1990, p. xxii). In essence, education is a form of social 
imposition of societal values and conformity, although in democracies the imposition is 
hidden beneath a rhetoric of opportunity. Here spiritual dissent would lead to seeking a 
“profoundly democratic commitment to equality” (Erricker (2002, p. 34), meaning the 
institution of public education would meet the needs of children, not the needs of 
institutionalized public education (Collins, 2004; Holton, 2003; Senge, 2000). 
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Seen in these terms, the public school system is an institution that plays a role in 
de-motivating students, making them indifferent, passive and apathetic, capable of only 
being motivated by external authority, basically inimical to the students’ growth and 
development (Argyris, 1976, 1993; Bowles & Gintis, 1977; Holt, 1964; Illich, 1970; 
Kozal, 1967, 1975, 2005). The extent, then, of coercion under the assumption of virtue is 
indeed an unexamined moral and spiritual dilemma.  
Purpel and McLaurin (2004) describe the role of principals in the public school 
system as being both the oppressed and the oppressor: “we often are the system” (p. 73). 
The relationship a leader has with the domination system (Wink, 1998, 2002) or power 
base (Fullan, 2004) or doctrinal system (Chomsky, 2000) is of importance. It is in this 
relationship that the depth of the leader’s commitment and to what the leader is 
committed is discovered (Percy, 1997). If the leader is not connected with his own 
spiritual intelligence, then he may be unable to act on his deepest beliefs or ultimate 
concerns about what is best for students (Percy, Purpel, & McLaurin, 2004; Tillich, 
2001). The principal may then be acting in a fashion making him complicit in the status 
quo (Littke & Grabelle, 2004; Purpel & McLaurin, 2004). Indeed, as was mentioned, the 
majority of leadership styles do serve the purpose of maintaining the status quo 
(Marzano, Waters, & McNulty, 2005).  
It is a leader’s moral imperative to find out and tell the truth as best he can 
(Chomsky, 2000). It is, however, a spiritual imperative to find out the truth about one’s 
self and to not act in self-serving ways when assuming the deeply moral task of educating 
children (Sizer & Sizer, 2003). In order to accomplish this spiritual imperative, a leader 
must be at or working towards the higher levels of Maslow’s, Kohlberg’s, and Fowler’s 
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developmental stages. For example, if leaders are still within the middle or conventional 
stage, they will not have the developmental capacity to see themselves outside of 
institutionalized systems. In other words, while the idea that justice necessarily demands 
punishment is a self-evident truism to a Conventional Stage 4 leader; it is just as self-
evidently nonsense to Post-Conventional Stage 5 leader. Conventional Stage 4 leaders are 
anxious that rules be kept, while Post-Conventional Stage 6 leaders may become very 
bored with legalistic sermons aimed at Level 4 leaders. In essence, the information or 
situation being judged by the individual is perceived differently depending on the moral 
development of that individual. If the developmental function of education is absent, 
leaders, teachers, and students will never have their higher motivational needs of self-
actualization and transcendence met (Maslow, 1968, 1971). 
It is the Stage 6 or 7, spiritual or Theory Z, leader who acknowledges a sense of 
calling, who acknowledges that there is a transcendence in the universe that can be 
tapped to make the leader more effective (Brubaker & Coble, 2004; Covey, 2004; 
Fowler, 1995; Houston & Sokolow, 2006; Kohlberg, 1981; Senge, 2004). The spiritual 
intelligence in leadership that is gained at the higher levels of moral and spiritual 
development is then what is needed in order to bring about structural change. Lower 
levels of development will only tend to maintain the status quo. At Stage 5 of Kohlberg’s 
(1981) and Fowler’s (1995) developmental theories, the individual who was comfortable 
being concerned with the social contract and individual rights (Stage 4) begins to develop 
the ability to see that although society may be running smoothly, it may not be a good 
society. In Stage 4, Individuative-Reflective faith (Fowler, 1995), the individual comes to 
a critical juncture. Both Mitroff and Denton, 1999, and Neal, Lichtenstein, and Banner 
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(1999) have documented this aspect in empirical studies. At this juncture, the individual 
must “take seriously the burden of responsibility for his or her own commitments, 
lifestyle, beliefs, and attitudes” (Fowler, 1995, p. 182). This stage begins the steps 
towards self-actualization (Maslow, 1943, 1968, 1971). Conflicts arise as to individual 
identity versus the identity imposed upon the individual by society. The questioning of 
the conventional stage intensifies in Stage 5. For example, a society run by a dictatorship 
might be well organized, but it could not be regarded as a moral ideal. Colby and 
Kohlberg (1987) and Fowler (1995) describe this stage as a "prior-to-society" 
perspective. Stage 5 is a rather philosophical stage in that concerns over individuals’ 
basic rights and democratic procedures are seen as central to the improvement of society. 
While a Stage 4 individual will still base their thinking on the societal parameters in 
which they live, a Stage 5 individual is trying to determine logically what a society ought 
to be like (Kohlberg, 1988). The legalistic clarity and neatness of Stage 4 are no longer 
fulfilling. Stage 5 begins to break through the self-certainty of Stage 4. The sureness of 
critical thought begins to be questioned in Stage 5.  
Covey (2004) would describe this stage as discovering one’s voice. One must be 
willing to hear and accept the oft times disconcerting voice of one's "deeper self" to move 
to the higher stages of moral and spiritual development (Covey, 2004; Fowler, 1995).  
The critical examination of one’s social unconscious or unexamined assumptions 
(Senge, 2000; Argyris, 1971, 1976, 1993) needs to take place at this stage. It is this 
developmental movement toward a leader’s spiritual intelligence that allows the leader to 
question unexamined assumptions about his personal leadership and those implied by the 
institutionalized structure within which he is attempting to lead. To remain at this stage 
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keeps the individual divided (Maslow, 1968, 1971), leading to “paralyzing passivity or 
inaction, giving rise to complacency or cynical withdrawal due to its paradoxical 
understanding of truth” (Fowler, 1995, p. 198). Maslow (1971) describes an important 
component of moving into Stage 6 as being dichotomy transcendent—an ability to “unite 
an untransformed world and a transforming vision and loyalties” (Fowler, 1995, p. 198). 
However, most adults do not reach Stage 4, nor does the public school education system 
provide opportunities for the development of self-actualization or transcendence. 
 
Spiritual Intelligence 
Spiritual intelligence is a difficult term to pin down. What follows is an attempt to 
provide a descriptive assessment of spiritual intelligence, which will then lead to how 
spiritual intelligence may impact leadership in public education. 
 Lewis (1952) states that two facts are at the “foundation of all clear thinking about 
ourselves and the universe we live in” (p. 21). These two facts are: “that human beings all 
have an idea that they ought to behave in a certain way and that they do not behave in 
that way” (p. 21). Lewis (1952) acknowledges that there have been differences in 
moralities from culture to culture but nothing like “a total difference” (p. 19). Cultures do 
not embrace cowardice, lying, or murder as virtues. Lewis (1952) believes that humans 
have a “law, or rule, of fair play or decent behavior or morality” (p. 17) that as a group is 
agreed upon. This law, or rule, is not just a herd instinct. Lewis (1952) believes that if the 
law, or rule, was an instinct like other instincts, how would one distinguish between 
acting on one instinct as opposed to another? A desire to help is different from a feeling 
that one “ought” to help, and more often than not, the “ought to” feeling is asking to side 
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with the weaker instinct (Lewis, 1952). Kohlberg (1980) would describe this as the 
cultural universal inner principles of moral judgment, meaning one conforms to a 
transcendental moral ideal, not to a set of societal laws or authorities.  
 What then is the position of judging between instincts cannot be itself another 
instinct. Polanyi (1952) agrees, believing that in choosing between ideas a decision is 
“more a matter of intuition and finally conscience” (p. 67) that “judgment must remain 
ultimately guided by the quiet voice of conscience” (p. 67). Lewis (1952) continues, 
saying this law, or rule, is also not merely a social convention just because people learn it 
through parents and teachers. An analogous argument Lewis (1952) makes would be that 
mathematics is a social convention, something that could have been made differently had 
society decided to do so. Lewis (1952) then puts the law, or rule, of morality in the class 
of mathematics in that the law is a reality prior to human social convention.  
Following Lewis’s (1952) thinking, Polanyi (1964), describing the relationship 
between creative and critical thinking, believes there is a third aspect that transcends both 
the creative impulses and the critical caution, namely conscience (Polanyi, 1964). Polanyi 
(1964), states that “We recognize the note struck by conscience in the tone of personal 
responsibility” (p. 41) in which a leader acts on his/her personal beliefs. 
Similarly, Zohar and Marshall (2001) describe three aspects of intelligence. The 
first intelligence is the intellectual or rational intelligence (IQ), which would be the 
intelligence used “to solve logical or strategic problems” (p. 3). The second intelligence 
is emotional intelligence (EQ), a “basic requirement for the effective use of IQ” (p. 3). 
The third intelligence is spiritual intelligence (SQ), which is the “necessary foundation 
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for the effective functioning of both IQ and EQ” (p. 3).  Spiritual intelligence can be 
described as conscience (Zohar & Marshall, 2001). 
  Covey, cited in Greenleaf (2002), concurs with this assessment of conscience. 
Covey (2004) describes human beings as having four intelligences: physical, emotional, 
intellectual, and spiritual, the central intelligence being spiritual or conscience. Spiritual 
intelligence is described as the central and fundamental intelligence that guides other 
intelligences. When leaders live by their spiritual intelligence, or conscience, “their 
behavior echoes in everyone’s souls. People instinctively feel trust and confidence toward 
them” (Covey, cited in Greenleaf, 2002, p. 5). Covey (cited in Greenleaf, 2002), 
describes four dimensions of conscience: (1) the essence of conscience is sacrifice; (2) 
Conscience inspires us to become part of a cause worthy of our commitment; (3) 
Conscience teaches us that ends and means are inseparable; (4) Conscience introduces us 
into the world of relationships (p. 6-9). Covey (cited in Greenleaf, 2002) believes it is the 
quiet voice of God that is heard when listening to one’s conscience  
Gardner (1999) remains non-committal regarding the addition of spiritual 
intelligence to his list of multiple intelligences. Gardner (1999) believes that “an a priori 
decision to eliminate spiritual intelligence from consideration is no more justifiable than a 
decision to admit it by fiat or on faith” (p. 51). Gardner (1999) notes three distinct senses 
of spiritual intelligence: (1) Spiritual as concerns with cosmic or existential issues; (2) 
Spiritual as achievement of a state of being; (3) Spiritual as effect on others (pp. 51-53). 
Gardner (1999) goes on to make an argument that spiritual intelligence would be best 
served by being called existential intelligence. However, he ends his chapter on spiritual 
intelligence with a “Personal Perspective on Spiritual Intelligence” (p. 66), which he 
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sums up by quoting Proust: “It is inconceivable that a piece of sculpture or a piece of 
music which gives us an emotion that we feel to be more exalted, more pure, more true, 
does not correspond to some definite spiritual reality, or life would be meaningless” (p. 
66). So while he questions spiritual intelligence because it does not fit within the confines 
of current academic methodology, he leaves the reader with a quote stating that it is 
inconceivable to have a meaningful life without some definite spiritual reality.  
Goleman (cited in Zohar & Marshall, 2001) describes spiritual intelligence as the 
search for meaning and purpose. Goleman (cited in Zohar & Marshall, 2001) thinks the 
focus on spiritual intelligence takes some of the key elements of emotional intelligence to 
a deeper level; “self-awareness takes on a new depth of inner exploration; managing 
emotions becomes self-discipline; empathy becomes a basis for altruism, caring and 
compassion” (cited in Zohar & Marshall, 2001, p. ix). 
Before continuing, a dissenting opinion may be in order. Russell (1957) 
questioned vigorously any intelligence outside of a purely rational intelligence. Yet, in an 
effort to break ties with any religious or spiritual foundations he states, “Science can 
teach us, and I think our own hearts can teach us, no longer to look for imaginary 
supports…” (p. 22). Further on he indicates, “Science can, if it chooses, enable our 
grandchildren to live the good life … At present it is teaching our children to kill each 
other” (pp. 86-87). Russell is not clear on what it is that allows science to choose between 
the good life and killing each other or how one’s heart is involved in the decision. Russell 
(1957) then states men will have to “acquire the same domination over their own passions 
that they already have over the physical forces of the external world” (p. 87). Russell uses 
the term “heart” as something that can teach and appears to be able to choose between the 
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good life and killing. It seems there is something prior to or other than reason that can 
teach and direct yet must be dominated. From Russell’s (1957) perspective, what appears 
to be a part of his solution does not appear to be a purely analytical reason-based method. 
Gardner (1999) finally believes that the disaggregating of data that is so popular 
in education currently may not add to the clarification of spirituality. He states, “Might it 
not make more sense to speak of a general “philosophic intelligence” and not 
disaggregate it by trying to pinpoint the spiritual, the transcendent, the emotional, the 
moral, the cosmic, and the religious” (p. 76)? Gardner points out both the problem and 
popularity of disaggregating terms, such as conscience, justice, charity, heart, soul, inner 
being, intuition, wisdom, spiritual awareness, synchronicity, spiritual intelligence, hope, 
truth—yet all of these terms fit under what Polanyi (1964) describes as residual realities. 
He bases these residual realities on transcendental obligations (Polanyi, 1964). 
Transcendental obligations are a belief in a spiritual reality to which one is obligated.  
This study is not meant to be a theological discourse; these ideas are mentioned so 
as to give focus to a broad range of terms, which can all be looked at through one lens. 
To further clarify by example, secular terms such as “good,” “hope,” “wisdom,” and 
“heart” are generally accepted and assumed to be understood. But to look just beneath 
these terms, clear and unambiguous definitions become difficult to attain. This may be 
observed in the concept of “truth.” Polanyi (1964) states that belief in truth requires “(1) 
that there is such a thing as truth; (2) that all members love it; (3) that they feel obliged; 
and (4) are in fact capable of pursuing it” (p. 71). To believe in truth requires an a priori 
belief in the concept of truth. The Cartesian method of doubting every proposition that 
cannot be “verified by definitely prescribed operations” would at end destroy belief in 
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truth (Polanyi, 1964, p. 76). Destroying the belief in truth would lead to metaphysical 
nihilism, denying any “basis for any universally significant manifestation of the human 
mind (p. 76). It is illogical to deny truth in that denying truth assumes truth can be 
established (Polanyi, 1964). When truth is assigned to a residual reality, such as scientific 
truth, the transcendental obligation owed to truth is merely transferred to the temporal 
belief in science (Polanyi, 1964). The spiritual reality, once attributed to traditional belief 
systems, remains an operative force under the name of a temporal interest (Polanyi, 
1964). Gardner (1999) states that any “discussion of the spiritual is controversial in 
science, if not throughout the academic world” (p. 53). This indicates that what is deemed 
real is that which scientific method deems real. With this method the question of “how” is 
most accurately answered. However, the question of “why” is not addressed (Gilson, 
2002; Franks, 1957; Gould, 2003). In other words, the anthropology of morals does not 
inform the morality of morals (Gould, 2003). Gilson (2002) states more strongly, “But 
why anything at all is, or exists, science knows not, precisely because it cannot even ask 
the question” (p. 139). 
Murky waters are quickly reached here in that all one needs to do to contradict 
Polanyi’s requirements of truths is to doubt them (Franks, 1952). Cartesian doubt has 
done this job most admirably. Polanyi (1964) maintains, however, that Descartes did not 
destroy the concept of a spiritual reality; he merely “transferred the transcendental 
obligation which is owed to truth to the temporal interest” of critical reason (p. 78). Here 
begins a process by which individual conscience, or spiritual intelligence, is replaced by 
external authority (Polanyi, 1946). This is a key issue for educational leaders when put 
beside Cuban’s (2004) statement concerning the current state of the politicization of 
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education and its proposed reform; that all educators have received from the past four 
presidents are “promises and flamboyant rhetoric … graphically demonstrating the gap 
between words and deeds” (Cuban, 2004. p69). Polanyi (1964) warns: 
The moment, however, a community [public education] ceases to be 
dedicated through its members to transcendent ideals, it can continue to exist 
undisrupted only by submission to a single center of unlimited secular power 
[government]. Nor can citizens who have radically abandoned belief in spiritual 
realities—on the obligation to which their conscience would have been entitled 
and in duty bound to take a stand—raise any valid objection to being totally 
directed by the state [government] (Polanyi, 1946, pp.78-79, brackets added).  
Elmore (2003) is concerned about the government being the single nationalized 
controlling body for educational policy as the largest step the government has made into 
education in the history of the United States. As these policy makers know little about the 
profession to which they are making these policies—what does a principal’s spiritual 
intelligence or conscience tell them about this current trend in educational reform? 
Benito (2000) states, “I firmly believe that the deeper we go into the exploration 
of leadership, the more we need to deal with the spiritual dimensions of sense-making, 
connection-building, choice-making, vision-inspiring, reality-creating roles of leaders” 
(p. 650). What sense-making, choice-making, reality-creating decisions are principals 
making concerning the students in public schools? 
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Educational Leadership 
 Bento (2000), Brubaker and Coble (2005), Covey (2004), Fairholm (1998, 2001), 
Glanz (2006), Houston and Sokolow (2006), and Senge, (1990). Senge, Kleiner, Roberts, 
Ross, Roth, & Smith, (1999). Senge, Cambron McCabe, Lucas, Kleiner, Duttom, & 
Smith, 2000 and Senge, Scharmer, Jaworski, & Flowers, (2004) all note that the spiritual 
aspect of leadership needs to be addressed in order to have a complete theory of 
leadership and to help leaders to become more effective. Purpel and McLaurin (2004) 
describe a problem in the role of the principal in the public school system as that of being 
both the oppressed and the oppressor, “we often are the system” (p. 73). Within the 
framework of Maslow, 1943, 1968, 1971, Kohlberg (1981), and Fowler (1995), the 
spiritual aspect of leadership is addressed at the highest stages of each theory. It is at the 
high stages of development that the capacity for stepping outside of a system, seeing that 
as principals “we are the system,” in order to assess it is developed. Ironically, within the 
current structure, the oppressed become the oppressor by moving up the systemic 
hierarchy, but not seeing the need to or believing they cannot change the oppressive 
system, in essence only reinforcing and reproducing the status quo. This is an important 
point, in that those invested in the current system seldom want to see systemic change 
(Davis & Farbman, 2004; Quigley, 1979). 
 Typically the oppressed are personal agents who are being oppressed by other 
personal agents who are working to meet the needs of a powerful institutionalized 
structure. While working within the structure and attempting to climb the ladder of 
success, agents will conform to dictates of the structure. Once at the top, those same 
agents who where being oppressed by the structure are now the leaders reproducing the 
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oppressive structure. Those climbing the ladder internalize the conventional institutional 
rules of normalization (Bowles & Gintis, 1976; Foucault, 1977).  
 Both Kohlberg (1981) and Fowler (1995) describe the middle stage of their 
respective theories as the conventional stages, which are characterized with fitting in and 
doing what will gain the approval of others. It is at the conventional stage of development 
that the majority of people stay. It is also at the conventional stage that educational 
leaders within the hierarchical system of public education (which in turn is embedded 
within the larger hierarchical system of local, state, and federal government) stay, causing 
the unquestioned cycle of socialization (Adams, Bell, & Griffin, 1987) to continue 
maintaining the status quo.    
In order to escape reproducing the status quo, a leadership style is needed that is 
committed to a systemic change in the dominant structure of both school and society 
(Fullan, 2004; Fowler, 1981). Percy (2001) describes four levels of commitment, with 
spiritual commitment being defined as committed to the point of there being no 
separation between ones beliefs and actions. Leaders at this stage of spiritual 
commitment are often silenced, or “On occasion, they are killed” (Heifetz, 1994, p. 235). 
Newton (1995) would describe this level of deep commitment as revolutionary suicide.  
Revolutionary suicide is fully accepting the idea of giving one’s life for one’s 
beliefs. Tillich (2001) would describe this state as: “the participation in the subject of 
one’s ultimate concern with one’s whole being” (p. 39). In essence, the leader is able to 
question the cycle of socialization and make the sacrifice to interrupt the cycle in an 
effort to make the process more equitable and democratic for all involved, not just those 
who already are in a position of power (Adams et al., 1997). The spiritual leader at this 
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stage is willing to forgo the rewards of conforming to those in power and to suffer the 
consequences of rebelling against them (Adams et al., 1997; Chomsky, 2000; Fowler, 
1981).  
To understand this more fully, Newton (1995) describes the acceptance of societal 
rewards and the oppressive societal norms that go with it as reactionary suicide. 
Reactionary suicide is allowing the conditions of society to condemn one’s self to 
helplessness, “driven to a death of the spirit rather than of the flesh, lapsing into lives of 
quiet desperation” (p. 4). This spiritual death is directly connected to the achievement gap 
between the wealthy white majority and poor minority in that “Connected to reactionary 
suicide, although even more painful and degrading is a spiritual death that has been the 
experience of millions of Black people in the United States” (Newton, 1995, p. 4).  
Argyris (1993) speaks to this point from the perspective of what a parent brings 
home psychologically from working in a Theory X environment to her child: “We should 
find that lower-class working children will tend to:  
1. Have personalities that are relatively “simplified.”  
2. Not be aware of all the parts, especially those that the clinician categorizes as 
deeper and leading to self-actualization. 
3. Have relatively less effective problem-solving competence due to low 
interpersonal competence, lack of awareness of total self, etc. 
4. Express fear of challenges and responsibilities which, in turn, may develop 
within them a compulsive striving to maintain these defenses, less they be threatened. 
5. Shorten their time perspective (p. 313). 
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In short, the work of the public schools to reproduce workers to fit in the existing 
system constrains the individual’s personal development. In constraining personal 
development, the public school system helps to reproduce a certain consciousness 
(Bowles & Gintis, 1977, 1986). This consciousness is formulated through both family 
and education, a family that has been through the same education. Education fosters and 
rewards certain capacities and needs, and stifles and punishes others (Bowles & Gintis, 
1977, 1986). Education begins the stratified and splintered consciousness required for 
membership in a stratified and splintered work force. In essence, “The alienated work of 
corporate life is inimical to intrinsic motivation” (Bowles & Gintis, 1977, p. 46). Maslow 
(1968) speaks to this process as causing those considered as “exploited, the downtrodden, 
the weak minority, or the slave” (p. 64) to form a defensive attitude based on pseudo-
stupidity. Within this type of leader/follower dynamic, “the exploited and the exploiter 
are impelled to regard knowledge as incompatible with being a good, nice, well-adjusted 
slave” (p. 62). It is assumed that “people who know too much are likely to rebel” (p. 62). 
As has been said, public education finds the creativity and independence to rebel to be 
negative attributes, whereas submission to authority is a positive attribute.  
It could hardly be expected that those suffering a painful degrading spiritual death 
will be successful on high-stakes standardized tests. A public school leader must address 
spiritual life to bridge this gap, providing the opportunity of not continuing a one hundred 
and sixty-year old tradition of standardization (Tyack, 1975) that has only served to 
maintain an achievement gap up until and including the effects of NCLB. Maslow (1968) 
supports Newton’s concept in his early thoughts on the transcendence of one’s 
environment. Maslow (1968) first addressed transcendence as transcending one’s 
Coercive to Spiritual     75 
 
environment and not conforming to its constraints. Maslow (1968) thought that self-
actualized or transcendent individuals could not be described in terms of their place in 
work environments but rather could be recognized by their ability to stand against or not 
conform to its dictates. He describes these individuals as being guided by their own inner 
values as opposed to those imposed by society.  
At the heart of this situation is personal agency versus structure (Burns, 2003), a 
hierarchical structure led by a wealthy elite who happens to be white. At the bottom of 
this structure is a poor minority who happens to be Black and Hispanic. One is either 
lucky to be born into privilege or unlucky to be born underprivileged (Adams et al., 
1997). After the good or bad luck of birth, however, personal agency can challenge the 
current power structure if one is willing to develop an awareness of the higher stages of 
moral and spiritual development and not be trapped by the rewards offered by those who 
are maintaining the status quo (Adams et al., 1997; Chomsky, 2000; Fowler, 1995).  
It is the higher stages of Maslow’s (1943, 1968, 1971) needs hierarchy, which can 
only be met by the higher levels of moral and spiritual growth described by Kohlberg 
(1981) and Fowler (1995) that needs to be tapped to begin systemic reform. Tapping the 
self-actualizing and transcendent needs breaks the agency versus structure dichotomy by 
acknowledging that structures are only collections of people with moral and spiritual 
needs.  
Here comes a question of personal and professional ethics. If an agent prior to 
entering an institutionalized structure has personal ethics, but then upon entering the 
structure needs professional ethics, there must be a difference in ethics. The difference 
could be seen in the bottom line of institutionalized structures in a capitalistic society is 
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the profit and loss margin, which would include loss of one’s job; this type of ethic is in 
essence punitive, the possible loss of the primary needs of food and shelter. If a monetary 
bottom line is to be used in dealing with people the only needs being accessed are the 
lowest needs, which can be met by money and controlled by punishment.  
An educational leader attempting to close the achievement gap is confronted with 
the agency versus structure dichotomy. By being immersed in, and maintaining a 
coercive, compulsory, dehumanizing institutionalized system, the leader learns to lead as 
he was led. He develops the consciousness that this system is what is best for children, 
when in fact this idea of education is inimical to the growth and development of children. 
A problem here is that the majority of educational leaders do not understand that there is 
a problem (Senge, 2000). The power of uncritically accepted, unexamined beliefs can be 
detrimental when attempting to change a systemic structure (Argyris, 1971, 1976, 1993; 
Polanyi, 1962, 1964; Senge, 1990; Senge et al, 1999; Senge et al, 2000). Central to this 
problem is a kind of myopia on the part of the leader at the lower and middle stages of 
moral development. Such a leader, even if he examines his beliefs about the dominate 
structure, will be blinded by his underlying belief in the system’s ability to meet the 
needs of children. Concerning school leaders and schools there is a self-perpetuating 
relationship, the core of which may be the suppression of the inner spiritual nature of 
children who have attended public school (Delpit, 2003; Erricker, 2002; Gatto, 2003; 
Miller, 1997), and those same children becoming our future educational leaders, leading 
as they were led. If, as Purpel and McLaurin (2004) believe, there is a moral and spiritual 
crisis in education, there may as well be a moral and spiritual crisis in educational 
leaders. 
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Maslow, Kohlberg, and Fowler: The Development of Theories X, Y, and Z 
In order to clarify the impact of Theories X, Y, and Z leadership, an 
understanding of motivation, moral, and spiritual development is necessary. Figure 1 (p. 
78) is a visual layout of Maslow (1971), Kolhberg (1981) and Fowler’s (1995) theories 
and how they fit within the framework of the leadership theories of X, Y, and Z. For 
example, Maslow’s (1943, 1968, 1971) physiological needs can be met by coercive 
Theory X leadership. His second need, safety, can also be met by coercive Theory X 
leadership. Maslow’s belongingness and love needs can be met by humanistic leadership 
(i.e., non-peaker Theory Y). Self-actualization needs can be met by Theory Y to a certain 
extent and also by Theory Z. Maslow (1971, 1994) describes the difference here as non-
peaker or peaker. A self-actualized non-peaker’s needs could be met by a Theory Y 
leader, while a peaker’s needs would be met by a Theory Z leader. Maslow’s sixth need, 
transcendence, however, can only be met by a Spiritual, or Theory Z, leader. He 
described these leaders as peakers or transcenders.  
Theory X leaders will tend to operate out of and attract followers in Maslow’s 
(1971) lowest two needs. Theory Y leaders will have met in themselves the two lowest 
needs and operate out of the third and fourth of Maslow’s hierarchy. Theory Z leaders 
will have achieved the first four needs and be operating out of self-actualization, or 
transcendence, and they will attract followers seeking to have these needs met. As was 
mentioned at the beginning of this paper, Theory Z leadership meets the four components 
(physical, intellectual, emotional, and spiritual) of the human being, allowing them to 
create an environment reinforcing and acknowledging all involved to seek their highest 
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moral, spiritual, and motivational abilities no matter their current level. Creating an 
environment for students to develop these abilities is essential in navigating the rapid 
pace and change of the twenty-first century world. 
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Figure 1. The Spiritual and Moral Stages that define a leader in the Theories of X, Y, and 
Z 
 
 Theory X   Theory Y   Theory Z 
Motivation External Internal Spiritual 
Descriptors Coercive/control Humanistic Spiritual 
3) Belongingness  
and love  
4) To be of value  
to oneself and be  
valued  
 
 
 
 
 
  5)                Self Actualization 
Maslow’s 
Hierarchy of  
Needs 
1) Physiological  
2) Safety 
  6) Transcendence 
Level 2: 
Conventional 
morality  
Stage 3: Individual 
behaves morally in 
order to gain 
approval from other 
people.  
Stage 4: Conformity 
to authority to avoid 
censure and guilt.       
 Level 3: Postconventional morality 
continued 
 
Stage 6: Individual is entirely guided by 
his or her own conscience 
 
Stage 7 – allows the individual to face his 
finite nature and to move toward a 
oneness with God  
Kohlberg 
Stages of 
Moral 
Development 
Level 1: 
Reconvention 
morality  
Stage 1: Individual 
obeys rules in order 
to avoid 
punishment.  
Stage 2: Individual 
conforms to 
society's rules in 
order to receive 
rewards.  
  Level 3: Postconventional morality 
Stage 5: Individual is concerned with individual rights and 
democratically decided laws. 
Fowlers 
Stages of 
Faith 
Undifferentiated 
(infancy) 
1)Intuitive 
Projective 
(early childhood) 
2)Mythical Literal  
(school years 
concrete 
operational) 
reciprocal fairness 
and justice. 
3) Synthetic Conventional 
(formal operational –seeks to conform) 
unexamined Faith 
4) Individuative Reflective 
(individual world view) 
                                       5) Conjunctive 
                                  Willingness to see religion as a distortion                                            
.                                  of Truth-will see other’s view                                                             
                                                                                                   6) Universalizing 
 
 
 Maslow’s (1954, 1971) hierarchy of needs, Kolhberg’s (1981) stages of moral 
development and Fowler’s (1981) levels of spiritual faith help contribute to the 
clarification of the three leadership styles. All three theories are based on developmental 
stages. Maslow (1943, 1968, 1971) provides the stages of need, while Kohlberg (1981) 
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and Fowler (1981) provide the moral and spiritual faith stages to meet those needs. 
Simply put, there are low, middle, and high stages of physiological and psychological 
need and low, middle, and high moral and spiritual faith stages to meet those needs.  
Maslow (1943) believed that “What a man can be, he must be” (p. 383). Insofar as 
“Man is a perpetually wanting animal” (p. 370), an individual will seek to meet each need 
throughout the hierarchy of needs. Maslow (1943, 1971) categorized an individual as sick 
if his/her opportunities to achieve the hierarchy are thwarted by an external authority or 
structure. By that definition, schools are producing sick children (Bowles & Gintis, 
1977). 
Maslow (1943) stated that his hierarchy of needs should be based upon “ultimate 
or basic goals rather than partial or superficial ones, upon ends rather than means to these 
ends,” and that his theory would “imply a more central place for unconscious than for 
conscious motivations (p. 370). He reasoned that attempts to list all the things that could 
motivate an individual would be useless. Such things, as societal desires, would therefore 
not be as fundamental to his theory as would be unconscious goals. 
Maslow (1943) believed his stages arranged themselves in hierarchies of pre-
potency. Maslow (1943) describes preconditions that must be met prior to the basic needs 
being satisfied. These prerequisites would include: “freedom to speak, freedom to do 
what one wishes so long as no harm is done to others, freedom to express one's self, 
freedom to investigate and seek for information, freedom to defend one's self, justice, 
fairness, honesty, and orderliness” (p. 384). In essence, life in a dictatorship would 
preclude the development of higher levels of the hierarchy. Danger to these prerequisites 
would be conceived as dangerous to the basic needs themselves.  
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Maslow (1943, 1968, 1971) would consider the thwarting of the prerequisites to 
be a psychological threat, or diminution of full humanness. The current need will then 
“dominate the conscious life and to serve as the center of organization of behavior” (p. 
374). In fact, the current need will then influence not only current world outlook and 
philosophy but also the individual’s philosophy of the future. For example, an extremely 
hungry man could envision utopia as a place with plenty of food. “Freedom, love, 
community feeling, respect, philosophy, may all be waved aside as fripperies which are 
useless since they fail to fill the stomach” (p. 374). 
In our society, Maslow (1968, 1971) describes the average, basically satisfied 
individual as being the exception and those moving toward transcendence, or 
transcenders, as exceedingly rare. He goes on to state that individuals meet with 
“increasing percentages of non-satisfaction as we go up the hierarchy” (p. 384) toward 
the transcendence need which was add by Maslow in 1971.  
 Kohlberg (1981) believed that movement through the Stages of Moral 
Development occurs through social interaction and that one stage is built upon the 
previous stage. Kohlberg (1981) follows concepts of Gandhi and Martin Luther King. 
Both Gandhi and King believed that all people should be treated justly and equally. These 
principles of justice are therefore universal (Burns, 2003). Kohlberg (1981) used the 
philosophical ideas of Rawls’s (1971) “veil of ignorance” in the belief that if a truly 
democratic approach was taken, equality could be achieved. Kohlberg's stages are 
qualitatively different from one another.  
Fowler’s (1981) Stages of faith are concerned with those things that concern us 
ultimately, those things we are willing to bet our lives on. Where these questions of 
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ultimate concern take an individual is varied. Particularly important is whether an 
individual is self or other directed. If one’s ultimate concern is manifested as an extension 
of ego, in work, prestige, power and wealth, one’s ultimate concerns are self-directed 
(Fowler, 1995). These types of ultimate concerns would typify the Theory X leader. If an 
individual were invested in family, society, and community, she would be expressing 
characteristics of a Theory Y leader. Both Theory X and Y limit their ultimate concerns 
to finite centers of power (Fowler, 1995; Niebuhr, 1989). However, if an individual’s 
ultimate concerns are reflected in transcendent value and power, if their centers of value 
and power have God value, they could be Theory Z leaders. Where a leader’s expression 
of ultimate concern lies is indicative of his or her stage of faith. 
In a positivistic, mechanistic, capitalistic paradigm needs tend to be put in terms 
of materialistic value, and the individual tends to be seen as an object (Maslow, 1971). 
What can be measured quantitatively can be given a monetary value and a transaction can 
be completed. This type of leader/follower relationship is described as Theory X 
(McGregor, 1960), Pattern A (Argyris, 1971), Type I (Heifetz, 1994; Heifetz & Linsky, 
2002), or Transactional Leadership, and is most closely associated with Maslow’s (1943, 
1968) lower needs being met with Kohlberg’s (1981) and Fowler’s (1995) lower moral 
and spiritual capacities. Kohlberg’s (1981) Stage 2 ‘fairness and justice’, based on 
reciprocity as well as the internalization of the beliefs and ideas belonging to one’s 
community (Fowler, 1995), are central components to this stage. Though these are still 
childhood stages, this structure can be dominant in adolescents and in adults (Fowler, 
1995), basically behavior-motivated by anticipation of pleasure or pain.  
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Within the theory of Transactional, or Theory X, leadership, the inner nature of 
the human being is disregarded (Maslow, 1971). The follower provides a service for 
which the leader pays. Followership is considered to be easily replaceable cogs that need 
only do specialized, factory-line work, which keep the workers without a holistic 
understanding of their work and life (Bowles & Gintis. 1977, 1986; Fuller, 1981). 
Maslow (1957) maintains that humans are dominated by lower needs until those needs 
are satisfied, and they move on to higher needs only when the lower needs are satisfied. 
What leaders in Maslow’s (1968, 1971) concept often miss is that a need which has been 
met is no longer a motivator. This point is absent from Theory X in that the relational and 
the intrinsic nature of humans are ignored. Materialistic needs are met, and once they 
begin to lose their motivating force by way of reward or punishment, they are reinforced 
by more reward or punishment. Theory X leaders will tend to operate out of what 
Maslow (1971) calls Deficiency Values, or D-Values. In Figure 2 (p. 84) is Maslow’s 
(1971) listing of D-Values versus those Being, or B-values, of an upper level Theory Y 
and Theory Z leader.  These values are on a continuum, leaning to one side or the other.  
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Figure 2.  Maslow’s Listing of B-Values versus D-Values of an upper level Theory Y 
and Theory Z leader. 
B-Values                                                    Versus                                               D-Values  
Honesty                                                                                                              Dishonesty 
Goodness                                                                                                                      Evil 
Beauty                                                                                                                    Ugliness 
Unity Wholeness                                                                                        Chaos Atomism 
Dichotomy Transcendence                                                            Black/White Dichotomy
Aliveness                                                                                                               Deadness 
Uniqueness                                                                                                         Uniformity 
Perfection                                                                                                         Imperfection 
Necessity                                                                                                                Accident 
Completion                                                                                                  Incompleteness 
Justice                                                                                                                     Injustice 
Order                                                                                                     Lawlessness Chaos 
Simplicity                                                           Confusing Complexity Disconnectedness 
Richness                                                                                                                   Poverty 
Effortlessness                                                                                                  Effortfulness 
Playfulness                                                                                                   Humorlessness 
Self-sufficiency                                                                                                Contingency 
Meaningfulness                                                                                         Meaninglessness 
 
 
Moving out of the Theory X leadership style toward a more humanistic approach 
described as Theory Y, Pattern B (Argyris, 1971), Type II (Heifetz, 1994; Heifetz & 
Linsky, 2002), or Transformational Leadership Model (Burns, 1978; Leithwood, 1994), 
would be accomplished by moving into the upper-middle level of the developmental 
stages. At the lower-middle stages, the needs of belonging and of being loved begin to 
emerge. These needs are met by Conventional Morality (Kohlberg, 1981), basically the 
unquestioned acceptance of societal norms. Conventional Morality is described as 
Interpersonal Conformity; meaning the individual believes it is right to conform to the 
expectations of society, law and order, the unquestioned belief in authority. The 
Conventional Morality Stage of moral thinking is what is found as a societal norm; it is 
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the conventional way to think. It can be conceived as the good boy, nice girl stage. 
Conformity is typical in an attempt to earn approval. The concern here is for a leader to 
motivate his followers, the leader has to access these higher needs; if not, the follower 
becomes de-motivated and apathetic (Argyris, 1993). However, to be able to lead 
followers who are at the middle stages of development, the leader has to be aware of his 
own needs of belongingness and love. These needs are internal aspects of human beings. 
At this lower-middle stage, belonging and being loved by a group is of primary 
importance. Similarly, the Synthetic Conventional Stage (Fowler, 1981) of spiritual 
development is the stage where the individual is unquestioningly seeking to conform to 
societal norms of authority. At this stage, the leader/follower relationship is based on 
conformity by way of both externalized and internalized forms of control and coercion.  
Transformational, or Theory Y, leadership accesses higher-middle level needs by 
motivating the individual to be part of a caring, trusting group where their thoughts and 
values are respected. Being part of the group is the individual’s main concern in the 
middle stage. In terms of leadership, this is a difficult stage. How does one lead when 
one’s needs are to belong and be loved by the group? This situation is at the heart of true 
reform. Change requires one to step outside of the group’s norms, beliefs, and values and 
question them. Without the ability to question group norms, beliefs, and values, change 
remains limited to what current norms will support.  
Conventional Morality assumes that the attitude one expresses would be shared 
by the entire society. This attitude begins to be solidified as the person moves into Stage 
4. In Kohlbergs (1981) Stage 4, what was the recognition and internalization of societal 
norms now becomes the conviction that it is one’s duty to maintain the laws and authority 
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of that social order; it is the law and order stage. At Stage 4, the society as a whole 
becomes important to the individual. The individual thinks that following rules and 
authority is what will maintain a stable society, keeping chaos at bay. To a certain extent, 
it could be said that individuals at Stage 1 and Stage 4 can give similar responses to 
questions involving a moral dilemma. The difference tends to lie in the Stage 1 isolated 
individual perspective versus the Stage 4 individual seeing society as a whole. The Stage 
4 individual would, however, be able to understand the perspective of the Stage 1 
individual in that Kohlberg (1981) thought his stages to be hierarchically integrated. 
Again, as the individual moved to Stage 5, the Stage 4 thought of justice demanding 
punishment, which could be seen a truism to the Stage 4 mind, could be seen as nonsense 
at Stage 5.  
Coinciding with Kohlberg’s (1981) Conventional Stage is Fowler’s (1995) 
Individuative Reflective, where the individual begins to question societal norms and 
develop an individual worldview, and the Conjunctive Stage in which the individual 
begins to be willing to see another point of view and realize there are different 
perspectives of truth. The Conjunctive Stage leads into the Fowler’s (1995) final stage, 
Universalizing Faith. The high stages of needs development are Self-actualization and 
Transcendence (Maslow, 1971, 1994). These needs are met by Kohlberg’s (1981) 
Postconventional Stage, which includes a concern for Individual Rights and 
Democratically decided laws. Stage 6 involves the search for universal principles. This 
stage takes on the Biblical idea of the Golden Rule or the Kantian categorical imperative. 
This stage of faith is introduced by feelings of “anarchic and disturbing inner voices” 
(Fowler, 1995, p. 183). These voices, in turn, lead to Kohlberg’s (1981) seventh stage, 
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providing a framework within which to discuss the question, Why be just in an unjust 
world? Martin Luther King, addressing this same issue, states: 
One may well ask, ‘How can you advocate breaking some laws and 
obeying others?’ The answer lies in the fact that one has not only a legal but a 
moral responsibility to obey just laws. One has a moral responsibility to disobey 
unjust laws, though one must do so openly, lovingly, and with a willingness to 
accept the penalty. An individual who breaks the law, conscience tells him is 
unjust, and accepts the penalty to arouse the conscience of the community is 
expressing in reality the highest respect for the law. An unjust law is a human law 
not rooted in eternal law and natural law. A law that uplifts human personality is 
just; one which degrades human personality is unjust (King, 1965, cited in 
Kohlberg, 1981, p. 319). 
This theoretical stage is further brought into reality by Newton’s concept of 
revolutionary suicide: revolting against the dominant societal system and being 
marginalized or, at the extreme, killed (Newton, 1995). “The myths, ideal images, and 
prejudices built deeply into the self-system by virtue of one's nurture within a particular 
social class, religious tradition, ethnic group, or the like are all brought into question at 
this stage” (Fowler, 1995, p. 198). Civil disobedience would be a valid response to the 
Stage 6 individual due to their commitment to justice.  
Fowler (1980) describes Martin Luther King, Jesus, Gandhi, and Hammarskjöld 
as examples of individuals attaining Stage 6 Spiritual development. At this stage the 
decision of the justness or unjustness of a law is made intuitively by way of conscience. 
The core of Stage 6 demands the voice of individual conscience and seems to require the 
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willing sacrifice of the self. At this stage, the individual moves from a defined checklist 
of rules toward the application of universal, abstract, moral principles. Movement toward 
these universal principles is furthered by the search for Universal Ethical Principles in 
which the individual no longer acts out of societal norms but from inner universal 
principles. It is at this stage that the three means of subtle coercion in the standards of 
normality—hierarchical observation, normalizing judgment, and examination (Foucault, 
1977) are shaken by the qualities of the Theory Z leaders. The subversive impact of 
Stages 6 or 7 (Kohlberg, 1981; Fowler, 1995), or Theory Z leaders, calls into question the 
compromises that have been made and sanctioned by the unexamined internalized 
assumptions of the dominant society. Both Kohlberg (1981) and Fowler (1995) describe 
the individual as moving into an activist incarnation, preparing for the act of civil 
disobedience. Fowler (1995) believes “that persons who come to embody Universalizing 
faith are drawn into those patterns of commitment and leadership by the providence of 
God and the exigencies of history” (p. 202). Newton (1995) states: 
Revolutionary suicide does not mean that I and my comrades have a death wish; it 
means just the opposite. We have such a strong desire to live with hope and 
human dignity that existence without them is impossible. Thus, it is better to 
oppose the forces that would drive me to self-murder than to endure them. 
Although I risk the likelihood of death, there is at least the possibility, if not the 
probability, of changing intolerable conditions (Newton, 1995, p. 5). 
Kohlberg (1981) suggests a final stage in his moral development theory (Stage 7) 
that distinguishes the fact that within the war-ridden history of the world it is difficult to 
justify a reason-based universal ethical principle. To move past this, he believed there 
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needs to be a religious orientation on which to justify moving forward morally. Fowler 
(1995) agrees with this perspective in that he describes this stage of development as 
Universalizing. This stage implies the ultimate move of stepping outside of societal 
norms. In the Universalizing Stage, an individual is drawn by God to see human growth 
to be “in accordance with an intentionality both divine and transcendent” (Fowler, 1995, 
p. 201).  
 
Leadership Theories X, Y, and Z 
The different leadership styles play important roles in either maintaining the 
status quo or in achieving systemic change in institutional public education. As has been 
mentioned, the critical dimensions of power are directed by their spiritual boundaries or 
lack thereof. Thus, leadership divides into Theories X, Y, and Z (McGregor, 1960; 
Maslow, 1971).  
McGregor (1960) developed his theories of X and Y leadership using Maslow’s 
(1954) hierarchy of needs. In general, leaders functioning at the lower end of the needs 
and stages can be categorized as Theory X leaders. While not inherently immoral, these 
leaders tend to function on assumptions based on unexamined beliefs (Argyris, 1976, 
1993; Senge, 1990, 1999). Kolhberg (1981), Fowler (1995) and Maslow 1968, 1971) 
recognize that leaders in the middle range of their theories begin to question conventional 
societal belief systems, a developmental movement required to move into the upper 
levels of each respective theory. They are all clear in their thinking that the majority of 
leaders, or the general population for that matter, never move past those middle stages; 
they do not question the conventional societal beliefs. This is an important point in the 
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relationships between leaders and followers. Fowler (1995) is clear in stating that leaders 
in his sixth Universalizing stage of faith “are often experienced as subversive of the 
structures (including religious structures) by which we sustain our individual and 
corporate survival, security, and significance. Many leaders in this stage die at the hands 
of those whom they hope to help” (p. 201).  
Power can be defined as giving the leader the capacity to make decisions. 
Whether the leader is making decisions based on legitimate authority in which the 
followers freely volunteer to follow (Greenleaf, 2000), or simply as a function of 
coercion and self-interest is important if the leader is acting out of coercion, “we invite 
mutual mistreatment and obtain mutual justification” (Arbinger Institute, 2000, p. 16), 
which will never lead to true reform (Quigley, 1979). The relationship between leader 
and follower is important for sustained and effective leadership (Greenleaf, 1977; Fry & 
Whittington, 2005). The Theory Z leadership model, with its focus on the inner aspect of 
the leader, acknowledges the inner aspect of the follower. This is an integral component 
of the model (Fry & Whittington, 2005; Sanders, Hopkins, & Geroy, 2003). 
Sanders, Hopkins, and Geroy (2003) state that to understand the notion of 
leadership, a focus on the internal development of the leader and the leader’s relationship 
with the transcendent are required. Sanders et al (2003) Transcendental Leadership 
Model is composed of three structural levels of leadership accomplishment: (1) 
transactional; (2) transformational; and (3) transcendental (p. 21). These stages would 
directly follow McGregor’s (1960) and Maslow’s (1971) concept of Theories X, Y, and 
Z. Sanders et al., (2003) believe that leaders develop along three dimensions of 
spirituality: consciousness, moral character, and faith. As the leader develops along these 
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dimensions, Sanders et al., (2003) believe that leadership effectiveness can be enhanced 
by way of spiritual development. The leaders “become less concerned about the 
constraining realities of the external environment which can limit leader effectiveness, 
and more concerned about an internal development that transcend realities as defined by 
the environment” (p. 23). They believe their theory provides a more encompassing 
perspective on leadership “by connecting traditional theories to a meaningful domain, 
spirituality” (p. 22). 
The model Sanders, Hopkins, and Geroy (2003) present is developmental from 
transactional, transformational, moving up to transcendental theories of leadership. 
Transactional leadership is described as having a “relatively low sense of divine 
awareness, a pre-conventional level of moral development, and faith in rational 
authority” (p. 21). A transactional leader would posit a world view that people are 
generally untrustworthy and need to be monitored and controlled by an elite few who 
have the intelligence and integrity to lead them (McGregor, 1960). This perspective is 
consistent with McGregor’s (1960) and Maslow’s, 1971, 1994) Theories X, Y, Z concept. 
 Transformational leaders would posit a worldview that people are generally 
motivated and trustworthy and that with enough effort human reason can solve the 
problems of the world (McGregor, 1960; Bass, 1998; Burns, 2003). Sanders et al. (2003) 
describe Transcendental Leaders as having “a highly developed sense of divine 
awareness, a post-conventional level of moral awareness, and faith in a higher, spiritual 
authority” (p. 26). Transcendental Leaders  
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Theory X 
While current management styles masked as leadership styles (Fairholm, 1998, 
2001) stress rationality, objectivity, the importance of self-interest, individuality, and 
detachment, they also neglect the importance of group membership, sense and meaning, 
morality, self-sacrifice, duty, and obligation as equally important values (Sergiovanni, 
1992). That being the case, the majority of leadership practice relies heavily on 
bureaucracy and technical rationality (Fairholm, 2001; Sergiovanni, 1992), hallmarks of 
Theory X leadership. Historically, leadership theory has not addressed the spiritual aspect 
of internal human needs. What Sergiovanni (1992) addresses is the difference between 
McGregor’s (1960) Theory X and Theory Y. Theory X emphasizes coercion, control, and 
punishment as traditional management practices. According to Theory X, these practices 
are needed because people are lazy, resistant to change, and would prefer to be led 
(McGregor, 1960). This is similar to the process of education described above—coercive 
and externally controlling, leading to apathy, which then proves people are apathetic and 
need to be controlled. Leadership Theory X has been focused mainly on the control of 
people by way of meeting the lower external needs.  
The Theory X perspective is inconsistent with spiritual leadership in its underlying 
assumptions (McGregor, 1960). McGregor (1960) describes three underlying 
assumptions in Theory X leadership styles: 
1. The average human being has an inherent dislike of work and will avoid it if he 
can. 
Coercive to Spiritual     93 
 
2. Because of this human characteristic of dislike, most people must be coerced, 
controlled, directed, and threatened with punishment to get them to put forth adequate 
effort toward the achievement of organizational objectives. 
3. The average human being prefers to be directed, wishes to avoid responsibility, 
and has relatively little ambition, wanting security of above all (pp. 33-34). 
Theory X is self-perpetuating in that it promotes superficial harmony, but results 
in apathy and indifference, which then “proves” people are apathetic and need to be 
controlled. Theory X has at its core leadership by the superior few. Contrary beliefs about 
human nature and motivating assumptions would lead to different principles around 
which leadership theory would be built.  
McGregor (1960), Argylis (1976, 1990), and Fairholm (1998, 2001) note that 
Theory X leadership is based on the concept of the “meritocracy of the masses,” that 
followers are lazy, need external authority, and need to be forced to work. Theory X 
leadership emphasizes coercion, control, and punishment, as traditional practices of 
motivation. The core principal of Theory X is “direction and control through the exercise 
of authority” (McGregor, 1960, p. 49). This type of leadership is widespread in public 
school institutions. McGregor (1960) developed Theory X because he noted that the three 
assumptions mentioned above tended to describe the majority of leadership theories. 
Such theories as the Great-Man, Trait, Path-Goal, Leader-Role, even the Cognitive (a 
twentieth century version of the Great-Man theory) can fall into the assumptions 
described above as Theory X. These theories tend to have at their core leadership by the 
superior few, who have the characteristics or traits that elevates them to positions of 
power. Leaders are directive and followers are passive subordinates, making causality 
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unidirectional. All of these early theories abide by tactics of control—“procedures and 
techniques for telling people what to do, for determining whether they are doing them, 
and for rewards and punishment” (McGregor, 1960, p. 132). In essence, meeting the 
materialistic needs of the enterprise. Concern with the nature of relationships is not a part 
of this model.  
The majority of leaders tend to stay at Kohlberg’s (1981) Stage 4 (law and order) 
or below. Theory X leaders tend to treat adults as if they were still at Stage 1 (obedience 
and punishment). This type of leader/follower relationship is characterized by Argyris, 
1993: “In current administrative structures, the individual will tend to use few of his 
abilities; he will also tend to experience a minimum degree of control over his working 
world. As McGregor (1960) and this author have suggested, this degree of dependency 
and lack of control over one’s life is reminiscent of childhood.”(Argyris, 1993, p. 311). 
The economic status of the worker increases the imbalance of power in work situations.  
 
Theory Y (Non-transcending Self-actualizers) 
  Theory Y leaders are in the Maslow (1968, 1971) and Kohlberg (1981) 
Conventional Stage. Leaders at this stage can be described within the framework outlined 
by Argyris (1993). Argyris (1993), believes that for workers to attain psychological 
success there are three essential requirements: 
1. The individuals must value themselves and aspire to experience an increasing 
sense of competence. This, in turn, requires that they strive continuously to find and to 
create opportunities in which they can increase the awareness and acceptance of their 
selves and others. 
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2. An organization that provides opportunity for work in which the individual is 
able to define his immediate goals, define his own paths to these goals, relate these to the 
goals of the organization, evaluate his own effectiveness, and constantly increase the 
degree of challenge at work. 
3. The society and culture in which he is embedded can influence the individual 
and the organization. It can influence the individual through the process of acculturation, 
to place a high or low value on self-esteem and competence. The process of acculturation, 
in turn, is a function of the society’s norms and values as well as its economic 
development (p. 33-34). 
 Leadership theories that fall under Theory Y would include Transformational, 
Holistic, and Moral leadership. These styles of leadership acknowledge the relational 
aspect of leadership and followership. They recognize the higher needs of the whole 
person, such as self-actualization. While Theory X can attend to first order change or 
changes of degree, Theory Y focuses on higher order change, altering attitudes, beliefs, 
values, and needs. Burns (2003) describes quantitative first order change as being not 
enough, that there must be qualitative higher order change to get comprehensive and 
pervasive change.  
Burns (2003) developed his theory of Transformational Leadership, or Theory Y 
leadership, based on both Maslow (1954) and Kohlberg (1981). Using Maslow’s (1943, 
1968, 1971) hierarchy of needs and Kolhberg’s (1981) stages of moral reasoning, Burns 
(2003) argued that moral leaders appeal to followers on higher levels of the need 
hierarchy and they appeal to higher motives at higher stages of moral judgment.  
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The core principal of Theory Y leadership is “integration, the creation of 
conditions, such that the members of the organization can achieve their own goals best by 
directing their efforts towards the success of the enterprise” (McGregor, 1960, p. 49). 
Theory Y leaders believe that people are not lazy and un-ambitious, but they can become 
so as a result of institutionalized systems. Argyris (1957, 1964) recognized the same 
conflict between organizations and people. He believes institutionalized systems often 
treat people like children, leading to psychological failure. Here again the 
institutionalized system creates what it believes it is preventing. Theory Y leaders are 
aware that under the conditions of industrial life, the intellectual, creativity, and 
imagination of humans are only partially utilized (McGregor, 1960). However, while 
self-actualization is a motivational goal, the success of the business is still the main goal. 
These leaders are not yet “Transcenders” or spiritual leaders. Theory Y leaders are not 
yet ready or do not see the need to make the commitment to change the existing power 
base of institutionalized systems. 
Theory Y also operates out of underlying assumptions that include: 
1. The expenditure of physical and mental effort in work is as natural as play or 
rest. The average human does not dislike work. Work can be a source of satisfaction or a 
source of punishment. 
2. External control and punishment are not the only means of bringing about 
effort towards organizational objectives, with commitment man can be self-directed and 
self-controlled. 
3. Commitment to objectives is a function of the rewards associated with their 
achievement.  
Coercive to Spiritual     97 
 
4. The average human being learns, under proper conditions, not only to accept 
but also to seek responsibility. Lack of responsibility is more often due to learned 
experience.  
5. The capacity to exercise a relatively high degree of imagination, ingenuity, and 
creativity in solutions of organizational problems is widely, not narrowly, distributed in 
the population.  
6. Under the conditions of modern industrial life, the intellectual potentialities of 
the average human being are only partially utilized (McGregor, 1960, p. 47-48). 
While self-actualization is a motivational goal for the Theory Y leader, the 
success of the business is still the main goal. These leaders are not yet “Transcenders,” or 
spiritual leaders (Maslow, 1971). Theory Y leaders are not yet ready to make the 
commitment to change the existing power base of institutionalized systems (Fowler, 
1995). 
 
Theory Z 
Theory Z confirms the ideas of “value-free mechanomorphic science and classical 
economic theory as being inadequate theories of human motivation” (Maslow, 1971, p. 
228). Theory Z leaders believe that humans have a “higher nature that is as instinctoid as 
their lower nature” (Maslow, 1971, p. 228). While Theory Y leaders seek self-
actualization within the institutionalized structure, Theory Z leaders shake our usual 
criteria of normalcy (Fowler, 1995, p. 200). They will “create zones of liberation from the 
social, political, economic, and ideological shackles” placed on humans through 
reductionist institutions. Their leadership can be seen as subversive (Jesus, King, Gandhi, 
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Newton, Guevara), and they often die (or are marginalized) at the hand of those they 
hope to change (Fowler, 1995). The Theory Z leader, having reached a Universalizing 
Faith, tends to identify with persons whose “futurity of being is being crushed, blocked, 
or exploited” (Fowler, 1995, p. 203), and they are committed with their entire beings to 
the transformation of the world “in accordance with and intentionality both divine and 
transcendent” (Fowler, 1995, p. 201).  
From the descriptions above, it appears that institutional reform—moving from 
institutions meeting their own needs to meeting the needs of the people they are supposed 
to serve—will require a Theory Z leader. The question then is what is the prevailing style 
of leadership in public school principals? If it is Theory X or Y leadership, then 
ineffectiveness becomes chronic and reform remains more rhetoric than reality (Quigley, 
1979). The question then becomes, how do graduate schools of education develop Theory 
Z leaders, stopping the oppressed-oppressor cycle? 
 
Origins of Theory Z 
Greenleaf (2002) originated the concept of servant leadership, which Fairholm 
(1998, 2001) developed into a theory of spiritual leadership, and Sergiovanni (1992) 
developed into moral leadership.  
Servant leadership (Greenleaf, 2002) is based on a biblical reference, clearly 
identifying it as a spiritually based form of leadership. Greenleaf (2002) conveyed what 
he thought was the essence of the servant leader in a discussion on power and authority 
from a Biblical quote (Zechariah 4:6) as one that would not lead by might or power but 
by spirit (Greenleaf, 2002, p. 180). This is consistent with Covey (2004), Hoyle, (2002a, 
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2002b), Houston and Sokolow (2006), Senge et al. (2004), Soder (2002), and Solomon 
and Hunter (2002) in their thoughts on connecting with others and with that which is 
beyond human understanding. Greenleaf (2002) agrees, believing that the essential 
component of the servant leader is that he/she lives according to his/her conscience: 
“which holds that the only authority deserving one’s allegiance is that which is freely and 
knowingly granted by the led to the leader in response to, and in proportion to, the clearly 
evident servant leader stature of the leader” (Greenleaf, 2002, p. 11). Greenleaf (2002) 
states that the essential component of servant leaders is that they live according to their 
conscience. Covey (cited in Greenleaf, 2002) believes there is a “universal conscience 
that transcends cultures, which is characterized by fairness, honesty, respect, and 
contribution” (p. 4). Gardner (2000), working with Csikszentmihalyi, (1993), believes 
that individuals need to “develop a righting mechanism—a sense of what is right and 
proper and what is not, independent of the signals being telegraphed in the wider society” 
(p. 249). Moving past what is telegraphed by the wider society is moving from the 
conventional stages to the post conventional stages (Kohlberg, 1981; Fowler, 1995). 
Gardner (1993) quotes Vaclav Haval—“Our conscience must catch up to our reason; 
otherwise we are lost” (p. 251). In other words, leaders must break through the legalistic 
clarity of societal norms by listening to the sometimes anarchic and disturbing inner 
voices (Fowler1995).  
Moral leadership (Sergiovanni, 1992) is based on Greenleaf’s (2002) servant 
leadership, again linking the theory to a spiritual basis. Sergiovanni (1992), in his book 
Moral Leadership, talks of leadership skills based on integrity and character. Sergiovanni 
(1992) attempts to create a leadership style based on a moral imperative rather than just 
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expedience. He builds a leadership style promoting relationship and bottom up leadership 
in an effort to transform schools. 
In describing servant leadership, Sergiovanni (1992) uses the philosophical ideas 
of Rawls’ (1971) veil of ignorance (under the veil of ignorance one would not know 
one’s place in any situation; race, sex , role in work, talents would be unknown, and from 
this position not knowing how our own best interests would be served we could make fair 
and just decisions); and Habermas’(1990) moment of empathy (a participant in a 
community would put themselves in the shoes of all other members in order to make a 
decision). Sergiovanni (1992) combines these similar ideas of decision making by an 
other-interestedness as opposed to self-interest as a pathway to a virtuous style of 
leadership that he calls moral leadership. Sergiovanni (1992) describes leadership as 
being developmental “from one level to the next, leadership increasingly becomes a form 
of virtue” (p. 275). Sanders, Hopkins, and Geroy (2003) state that leaders can develop 
from transactional to transformative to transcendental. Once moving to the higher moral 
and spiritual stages of a Theory Z leader, the leader is able to meet followers at their 
specific level. This is an important ability in that if the leader cannot connect with the 
followership there is less chance to motivate and lead them (Sergiovanni & Starratt, 
1988).  
Recent Empirical Studies on Spirituality  
Theoretical literature on spiritual leadership is growing (Bolman & Deal, 1995, 
2002a, 2002b; Brubaker & Coble, 2005; Covey, 2004; Fairholm, 1998, 2001; Fowler, 
1981; Fry, 2003; Houston & Sokolow, 2006; Hoyle, 2002a, 2002b; Klenke, 2003; 
Malsow, 1971; Sanders et al., 2003; Senge et al, 2004), as are empirical research studies 
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(Ashmos & Duchon, 2000; Collins & Porras, 1997; Kouzes & Posner, 1987; Malone & 
Fry, 2003; Mitroff & Denton, 1999; Neal, Lichtenstein & Banner, 1999; Peters & 
Waterman, 1982, Rezack, 2002).  
A growing stream of research indicates that the benefits of integrating the spiritual 
aspects of the individual within the workplace environment may be more productive than 
typical economic motivation (Neal & Banner, 1999; Mitroff & Denton, 1999; Neal, 
Lichtenstein & Banner, 1999). Several studies indicate that workplaces where the 
leader’s focus was on the common inner core values of employees, over and above 
economic values, were successful over the long term and tended to outperform, 
economically companies whose focus was based on bottom line profit (Collins & Porras, 
1997; Peters & Waterman, 1982).  
Similarly, educational studies indicate the need for spiritual leadership theory to 
be explored in the school environment (Malone & Fry, 2003; Rezack, 2002). Both studies 
give support to Fullan’s (2002) belief that “the key to the next phase of developing 
educational systems is to realize that spiritual leadership and long-term accountability are 
intimately related” (p. 6). 
Empirical studies showed that at certain points in an individual’s career, money is 
no longer the important factor and meeting the higher needs in Maslow’s (1943, 1968, 
1971) hierarchy, such as self-actualization and transcendence, becomes what motivates 
the individual (Mitroff & Denton, 1999; Neal, Lichtenstein & Banner, 1999; Malone & 
Fry, 2003). The ability for workers to realize their full potential as a human being ranked 
number one as to what imparted meaning and purpose in the workplace (Mitroff & 
Denton, 1999). The studies’ participants felt that the pursuit of power and money were 
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values which were not beneficial in building a positive workplace environment. 
Participants indicated that accessing spiritual energy is needed to bring individuals to 
their full potential, which in turn would benefit the workplace environment and 
productivity (Mitroff & Denton, 1999; Neal et al., 1999).  
Both the empirical studies and leadership theory point to the possibility that the 
innate knowledge found in spirituality can have a positive impact on leader effectiveness 
(Ashmos & Duchon, 2000; Brubaker & Coble, 2004; Collins & Porras, 1997; Covey, 
2004; Giacalone & Jurkiewicz, 2003; Fairholm, 1998, 2001; Fry, 2003; Fullan, 2002; 
Houston & Sokolow, 2006; Hoyle, 2002a, 2002b; Kouzes & Posner, 1987; Malone & Fry 
2003; Mitroff & Denton, 1999; Neal et al., 1999; Mitroff & Denton, 1999; Peters & 
Waterman, 1982; Sanders et al., 2003; Senge, 2004).  
These studies speak to what Senge (1990, 1999) first hinted at in The 5th 
Discipline and the Dance of Change, and has specifically addressed in Presence: Human 
Purpose and the Field of the Future (2004); that one does have to have an experience of 
the spiritual to be a spiritual leader (Houston & Sokolow, 2006; Rezach, 2002; Sokolow, 
personal email, November, 16, 2003). The “primary aspect of that spiritual experience 
must be the knowledge of self in relation to a Greater Being and the rest of the universe, 
and the commitment to make the effort to live the spiritual experience out in all aspects of 
life” (Houston & Sokolow, 2006, p. 101). Rezach’s (2002) research is supportive of the 
current theory of Covey (2004), Senge (2004), and Houston and Sokolow (2006). 
However, intuiting spiritual guidance to inform one’s leadership is not a purely 
rational, logical activity. Such activities are difficult to quantify with current scientific 
methodologies (Kakabadse, Kouzimin & Kakabadse, 2002; Gould, 2003). Even so, a 
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recent study indicates that executives do in fact use intuition to guide their decision 
making (Kouzes & Posner, 1987). Quantitative research in spirituality has been done with 
over 120 different types of scales (Hood & Hill, 2000); however, there are still concerns 
with inconsistent results and construct validity with these instruments (Klenke, 2003; 
Lane & Klenke, 2004).  
 
Operationalizing Spiritual Leadership in Education 
 
The formal study of the nascent field of Spiritual Leadership leaves an 
operationalized definition somewhat problematic. However, from the numerous 
theoretical and empirical studies a clearer understanding of what is meant by spiritual 
leadership is beginning to emerge.  
Specific issues that cloud the concept of spiritual leadership remain in the popular 
perception that any mention of spirituality is still being associated with the historic ideas 
of religious wars and Inquisitions, current issues within the Church, and religiously 
fueled forms of terrorism. While all of these events can be related to spiritual leaders, 
they are leaders that would fall into the lowest levels of Maslow’s, Kohlberg’s and 
Fowler’s developmental stages. Kohlberg and Fowler state that the majority of people 
remain at stage four or below, where authoritative control is a common characteristic. 
That being the case many so-called spiritual leaders can be associated with some of the 
negative descriptors provided by the previously mentioned theoretical descriptions. For 
this reason the researcher has used attitudes and behaviors descriptive of the different 
theoretical stages to differentiate between the X, Y and Z leaders and not questions such 
as ‘Do you believe yourself to be a spiritual leader?’ As Fowlers Stages of Faith shows a 
person can be ‘spiritually’ defined at six different stages, each stage reflecting a different 
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attitudes and behavior in the world. In this way a Theory X, Y or Z leader could all 
describe themselves as being spiritual, while there attitudes and behaviors would 
differentiate them into the X, Y and Z categories.  
 Within the literature used for the purposes of this study a spiritual leader would 
be described as a leader: 
• Who is seeking universal principals upon which to transcend a self-serving ego and to 
base his leadership on service to others and a connection to a divine or transcendent 
higher power (Kohlberg, 1981; Fowler, 1995).  
• Who has met both his deficiency needs and self-actualization needs and is pursuing a 
connection with his transcendent needs (Maslow, 1971).  
• Who finds that peak or transcendent experiences are the most important, precious 
aspects of life.  
• Who can converse in the language of “mystics, seers, and profoundly religious men” 
(Maslow, 1971,p. 273).  
• Who tends to perceive life unitively, sacrally, and holistically under the aspect of 
eternity (Maslow, 1968, 1971, 1994).  
• Who have a dichotomy transcendent perspective that transcends competition to a non-
zero sum, win-win form of leadership (Maslow, 1971, 1994; Houston & Soklow, 
2006).  
• Who would rather direct education toward “human goodness” (Maslow, 1971, p. 
279), “a transhuman education based on ‘not my will but thine’” (Maslow, 1971, p. 
277).  
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• Whose ultimate concern is not manifested as an extension of ego, in work, prestige, 
power and wealth (Fowler, 1995). 
•  Whose ultimate concerns are reflected in transcendent value and power, their centers 
of value and power have God value (Fowler, 1995; Niebuhr, 1989). 
•  “Who come to embody Universalizing faith and are drawn into those patterns of 
commitment and leadership by the providence of God and the exigencies of history” 
(Fowler, 1995, p. 202). 
• That “become less concerned about the constraining realities of the external 
environment which can limit leader effectiveness, and more concerned about an 
internal development that transcend realities as defined by the environment” (Sanders 
et al, 2003, p. 23). 
 
More recently in the educational literature, the following indicators would describe a 
spiritual leader:   
 
• A leader has to have an experience of the spiritual to be a spiritual leader (Houston & 
Sokolow, 2006; Rezach, 2002; Sokolow, personal email, November, 16, 2003).  
• That the “primary aspect of that spiritual experience must be the knowledge of self in 
relation to a Greater Being and the rest of the universe, and the commitment to make 
the effort to live the spiritual experience out in all aspects of life” (Houston & 
Sokolow, 2006, p. 101). 
• A spiritual leader understands the limits to human reason and recognizes the need to 
develop a relationship with a higher power in an effort to become a qualitatively more 
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effective leader (Brubaker & Coble, 2005; Glanz, 2005; Houston & Sokolow, 2006; 
Hoyle, 2002; Fairholm,1998, 2001; Fry, 2003; Covey, 2004; Senge et al., 2004). 
• Is consciously seeking to connect with Transcendence, God, Source, Ultimate Ground 
of Being, or another form of higher power which would have the effect of impacting 
the leader at the core of his being, thus increasing his effectiveness at reform and 
building leadership capacity within himself and his followership (Brubaker & Coble, 
2004; Covey, 2004; Ganz, 2005; Houston, 2002; Houston & Sokolow, 2006; Senge et 
al., 2004; Sokolow, 2002. 
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CHAPTER 3 
 
Methodology and Design 
 
Introduction 
As indicated, the main purpose of this study is to explore how prevalent the use of 
leadership Theories X (Coercive), Y (Humanistic), (McGregor, 1960), and Z (Spiritual) 
(Maslow, 1971) are among public school principals. The different types of leadership 
lead to different educational outcomes. Educational reform is a term often heard when 
speaking of public school. Certain forms of leadership lead to maintaining the status quo 
without reform being achieved. Spiritual leadership seeks a “shifting of the existing 
power base in school systems and ultimately society,” thus leading to true reform (Fullan, 
2004, p. 89). In an effort to discover the possibility of actual reform, this study will 
attempt to discover whether current leaders possess the leadership assumptions and 
attitudes the literature describes as necessary for reform to take place. 
This study asks several research questions: 
• How prevalent are the leadership types X, Y, and Z among public school 
principals? 
• What is the relationship between leadership types and worldview 
assumptions?  
• What is the relationship between leadership types and spirituality? 
• What is the relationship between leadership types and political/educational 
attitude? 
 Given the main research question, the study will require a quantitative 
methodology. To discover the prevalence of leadership types in the state of Pennsylvania 
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indicates the need for quantifiable data. To best accomplish the task of discovering the 
prevalence of leadership types, data will be collected by way of a survey of a random 
sample of principals in the state of Pennsylvania. 
 
Conceptual Model 
In the course of thinking through the different leadership types, a conceptual 
model was constructed. In this conceptual model, the independent variable consists of 
leadership assumptions. They produce the different leadership Theories X, Y, and Z as 
kinds of intervening variables. In essence, the leadership assumptions can be summed up 
as producing the categories of coercive, humanistic, and spiritual. These assumptions are 
at the core of the X, Y, and Z types. The different leadership types, in turn, are 
hypothesized to reflect different orientations of a leader’s feeling toward the current 
political/educational environment and the leader’s orientation toward spirituality. These 
are the ultimate dependent variables in the conceptual model. Each variable will be 
assessed by operational questions. The development of descriptors supported by 
theoretical constructs (Burns, 2003; Fairholm, 1998, 2000; Fowler, 1995, 2000; 
Kohlberg, 1981; Maslow, 1943, 1968, 1971; McGregor, 1960) allowed for the possibility 
of a survey to be done. The survey format would enable a far larger sample of school 
leaders to be assessed as to their leadership styles and, thus, give a stronger correlational 
relationship to the prospect and possibility of reform that would close the achievement 
gap. 
 
 
Coercive to Spiritual     109 
 
Causal Model 
 Leadership literature tends to conflate the separate components of assumptions, 
types, and attitudes. The researcher separated these components in an effort to create the 
causal model. The causal chain is developed from the four components identified in the 
conceptual model.  
• Worldview Assumptions: Prior to leadership actions or decisions are 
assumptions about teacher motivations. These assumptions differentiate leadership types.  
• Leadership Type: The types are differentiated by way of Theory X, Theory Y, 
or Theory Z. Theory X indicates an underlying assumption of a need for a coercive 
approach to leadership. Theory Y indicates an underlying assumption of a need for a 
humanistic approach to leadership. Theory Z indicates an underlying assumption of a 
need for a spiritual approach to leadership. 
• Spiritual Orientation: Leaders who reflect a spiritual orientation view their 
work as related to the transcendent and to providing the space for their followership to 
meet their transcendent needs in the workplace. Leaders who do not reflect a spiritual 
orientation view their work in a more cost-efficient manner, not recognizing higher 
motivational needs, as described by Maslow (1943, 1968, 1971). 
• Political/Educational Attitude: The leader’s perspective on the current 
political/educational climate reflects a specific attitude toward education, educational 
reform, and governmental mandates. 
Each component has been operationalized into a number of questions in this 
survey instrument. Worldview assumptions are indicated by questions 1, 3, 19, and 20. 
Leadership-type questions are indicated by questions 2, 4, 5, 7, 10, 11, 12, 13, 18, 21, 22, 
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and 23. Spiritual orientations are reflected by questions 13, 14, 15, and 17. And 
Political/Educational attitudes are reflected by questions 6, 8, 9, 16, 24, 25 and 26. The 
causal model is pictured below. 
Figure 1.  Causal Model 
  Spirituality 
 
 
World view  Leadership Types 
Assumptions 
 Political/Educational 
 Attitude 
 
  
The Worldview assumptions shape leadership types. Leadership types, based on 
worldview assumptions, reflect spiritual orientation and political/educational attitude. To 
give an example of this causal model, the researcher will chart leadership types based on 
the operationalized questions 2, 4, 5, 7, 10, 11, 12, 18, 21, 22, and 23 in Figure 4 (p. 111). 
Educational leaders who score in the Theory X range are indicated by an X; Theory Y is 
indicated by a Y; and Theory Z is indicated by a Z. Theory (Kohlberg, 1981; Fowler, 
1995) indicates that there will be overlapping between the stages of X, Y, and Z types.  
To further clarify, a leader answering “Strongly Agree” to question number 2 
would indicate a leader at Stage 5 of Kohlberg’s (1981) and Fowler’s (1995) stages of 
moral and spiritual development. A leader choosing “Strongly Disagree” would indicate 
being at Stage 4 or below. Similarly, a leader choosing “Strongly Agree” to question 
number 4 would indicate a leader who is highly committed to the change of unjust 
institutionalized structures, which is characteristic of Stage 6 leader in Kohlberg’s (1981) 
and Fowler’s (1995) models, whereas a leader choosing “Strongly Disagree” to question 
number 4 would not be at the developmental stage to question the justness of the current 
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system. A leader at Stage 4 or below would feel it his/her duty to maintain the current 
structure. A leader of the X type would not be able to lead reform. Questions 5, 7, 11, 12 
and 22, are all marked to indicate where a particular leadership type would fall in the 
chart. 
Figure 2.  Leadership types based on operational questions 2, 4, 5, 7, 10, 11, 12, 18, 21, 
22 and 23. 
 
 
  Strongly 
Agree Agree Neutral Disagree 
Strongly 
Disagree 
Don’t 
Know 
2 
 
To solve organizational and 
pedagogical problems, I rely on the 
ingenuity and creativity of my 
faculty. 
ZY $ $ $ X $ 
4 It is not enough for a leader to do 
the best he or she can within a 
given structure; it is a leader's 
obligation to change unjust 
structures. 
 
Z Y $ $ X $ 
5 My leadership style helps teachers 
grow personally and professionally. ZY Y $ $ X $ 
7 Good educational leadership 
depends on student and 
teacher input. 
ZY Y $ $ X $ 
10 If a student violates a rule for a 
good cause and good comes from 
it, the student should still be 
punished. 
 
Z $ Y $ X $ 
11 I got into the field of public 
education because I felt called to 
do so. 
 
Z $ Y $ X $ 
12 I became a principal because I felt 
called to this position. 
 
Z $ Y $ X $ 
13 I have personal heroes I model 
some     aspect of my life around. 
 
 
    
      Z 
 
  $
   
 
Y 
 
$ 
 
X 
 
$ 
18 I do not need my work to serve a 
larger moral purpose.        X $ Y $  Z $ 
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Figure 5 (p.112) differentiates between the leadership types by using a multiple-
choice format of A, B, or C. The answers indicate an X, Y, or Z leader. These types are 
indicated in the far left-hand column of Figure 5. For example, a leader choosing letter A 
in question 21 is indicating a leadership style based in Greenleaf’s (2002) Servant 
Leadership Model, or Theory Z. Greenleaf’s (2002) model is a spiritual model. In 
choosing letter B, the leader is indicating the need for a more hierarchical type of 
Figure 3. Differentiates between the leadership types by using a multiple-choice format 
of A, B, or C.  
 
leadership in which an asymmetrical power structure with the Theory X leader at the top 
and followership at the bottom is established. The leader choosing letter C is indicating 
the 4-1/2 to 5 stage of development, seeing the need for servant leadership yet still feeling 
the need for supervisory control over the followership.  
 
21 In your role, do you see yourself more as serving those under you or as supervising 
those under you? 
Z A) More serving those under me. 
X B) More supervising those under me. 
Y C) Both equally. 
 
22 When I receive directives from above that I think are detrimental to students and staff  
X A) I always obey them, despite my personal feelings. 
Z B) I always resist them. 
Y C) I resist or subvert them when I think the harm is sufficiently great. 
 
23 Do you ever work around unjust, unhealthy, or otherwise detrimental rules, 
regulations, and policies? 
Z A) Always 
Y B) Sometimes 
X C) Never 
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Pilot Study 
Questionnaires were piloted with twelve principals in Chester County, 
Pennsylvania. Questionnaires were piloted in order to check for difficulties in clarity, 
understanding, format, objectionable questions, and order of questions.  
Of the twelve respondents, there was only one note of clarification. Question 23 
has a descriptor of Discipline. The respondent had written in “character building”. When 
questioned as to the meaning, the respondent felt that discipline was an aspect of 
character building and that maybe that should be the focus as opposed to discipline. The 
participant did not have a question as to the meaning of the descriptor, but was offering 
another perspective to be used on the survey. While an interesting perspective, it did not 
invalidate the descriptor. Since the descriptor of “Discipline” was used to indicate the 
more negative connotations associated with discipline, it was decided by the researcher to 
keep it as a descriptor.  
Of all respondents there were no questions or suggestions as to changes or 
difficulties in clarity, understanding, format, objectionable questions, or order of 
questions. Several respondents stated the survey could be completed within ten minutes, 
as described in the pre-notice.  
The variation to certain questions was not good. Surveys tended to categorize 
leaders into the Y leadership range. This, however, may not be the result of a survey flaw 
but the result of close group administrative work, professional development, and 
mentorship. The researcher does not expect variation to remain so tightly grouped when 
the survey is applied to the principals in the state of Pennsylvania.  
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Answers to individual surveys indicated the leader was either moving into the Y 
range, though not completely there, as well as answers that indicated that leaders were 
solidly in the Y range, but beginning to question institutionalized structures indicating 
movement into beginning stages (5) of the Z leader. While the majority of respondents 
indicated disagreement with current federal mandates and NCLB, it was not indicated as 
strongly that they would always resist them personally, legally, or politically.  
One finding in the study, which correlates with the growing literature, is found in 
questions 11, 12, 14, and 15. As for feeling “called” to the field of education, seven of 
twelve respondents indicated “Strongly Agree” and five of twelve respondents indicated 
“Agree.” Similar numbers where recorded for feeling “called” to the position of 
principal; five of twelve indicated “Strongly Agree,” five of twelve indicated “Agree,” 
one “Neutral,” and one “Disagree.” The numbers indicate a significant proportion of 
leaders pursue careers in education and educational leadership due to feeling “called” to 
the profession. 
Questions 13, 14 , 15 and 17 explore the importance of spirituality in the leader’s 
personal and professional life. In both personal and profession life, principals indicate 
spirituality as “Most Important,” “Very Important,” or “Important” in nine out of twelve 
cases.  
Question number 23 showed no variation to the “Not Very Important” end of the 
spectrum. All respondents listed “Most Important” through “Important.” Due to this fact, 
question number 23 was eliminated from the questionnaire. 
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Site and Sample Selection 
 The preliminary working design of the plan will be as follows. The sampling frame 
of the study will be the schools represented by the 501 districts in the state of 
Pennsylvania. The subjects of the study will include principals from elementary, middle, 
and secondary levels who are willing to participate in this study. The population will be 
those principals within the state of Pennsylvania. All 501 school districts in the State will 
be contacted. A school district will tend to have at least one elementary, middle, and high 
school principal. Three principals multiplied by 501 school districts would give a low 
estimation of 1,500 participants. A sample size of 1,500 is large enough for statistically 
significant results. The main threat to generalizeability will be non-response bias and the 
particular non-generalizeable features of the Commonwealth of Pennsylvania. The first of 
these can only be reduced by follow-up contacts as described below. The second requires 
additional studies. 
Procedures 
The selection of participants will be done by way of email through Penn*Link. 
Accessing Penn*Link will allow all principals in the state of Pennsylvania to participate. 
A preliminary email, or pre-notice, will be sent notifying the recipients of a future email 
containing a link to a web-based survey that will come in two days. This will be done in 
an effort to make the recipients aware of the future web survey. The preliminary email 
will be quite short (one screen on a computer screen so the recipient does not have to 
scroll down the page to read the email (Dillman, 2000). This will allow for greater ease of 
readability for the recipient (Dillman, 2000). The email sent would state that those 
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principals choosing to participate will be receiving a following email in which they can 
click on a link to a web survey.  
The pre-notice is sent for the purpose notifying the participant to expect a forth-
coming email. In this day and age, a principal can be inundated with emails. Due to the 
volume of emails, a quite cursory reading may be all that is given in order to decide if the 
email is kept or deleted. For this reason, the pre-notice is designed to be able to fit on the 
space of one computer screen with no scrolling needed. It is important that the email 
indicate how answering the questionnaire may benefit the participant. The following 
message is what will be emailed in the pre-notice:  
 
Dear Principal, 
 
 
Over the past few years much has been written about leadership styles in public 
education. In partial fulfillment of the requirements for my Ph.D., I am conducting a web- 
based survey to discover the prevalence of three different leadership styles described in 
the literature. Your participation will allow you access to the results gathered from this 
study.  
 
This email is a pre-notification for a10 minute, point and click survey, the link to which 
you will receive in two days.  
 
My hope is that the information gathered from this survey will contribute to our work in 
public school reform. All information collected in the survey will be kept confidential. 
Please consider participation in the completion of the web-based survey. The link to the 
site will be emailed in two days. 
 
Thank you for your time and consideration,  
 
Douglas Porpora, Principal Investigator  
Professor of Sociology  
Chair of Culture and Communication Department  
215-895-2404 porporad@drexel.edu 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in K–12 
Public Schools 
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Chuck Bonner, Co-Principal Investigator 
Assistant Principal 
Great Valley High School 
cbonner@gvsd.org  
Ph.D. Candidate 
Drexel University School of Education 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in K-12 
Publics Schools  
 
 
The actual email for the survey will be emailed two days later. The email survey 
cover letter will be brief, keeping in line with Dillman’s (2000) suggestion of what can fit 
on one email screen. Web-based questionnaires and survey implementations are 
intertwined; therefore, the letter and questionnaire need to be designed as a single unit 
(Dillman, 2000). Further, the design of a cover letter should be consistent with the order 
of questions and offer a valid reason for answering the survey. Due to the nature of the 
current principal’s workload, hundreds of emails can be seen in a week. Many emails can 
be scanned and discarded if not presented in a clear, concise format. A clear, concise 
cover letter will leave a “positive impression of importance so that the recipient will not 
immediately discard the questionnaire when it arrives” (Dillman, 2000, p. 369). The 
email will feature no complex graphics or other intricate features that an older computer 
may not be able to upload or download (Dillman, 2000). The following is the email cover 
letter:  
Dear Principal,  
 
Two days ago you received an email asking for your participation in a survey 
concerning leadership in public schools and school reform. I am hoping you will 
take the next 10 minutes to complete the following survey  
 
As a partial fulfillment of the requirements for my Ph.D., I am attempting to 
discover the prevalence of leadership styles in current public school principals. As 
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was mentioned, your participation will allow you access to the results gathered 
from this study.  
 
The information you provide will be strictly anonymous. If you become 
uncomfortable responding to any of the questions, please close your browser and 
the survey and information will not be recorded. If you are willing to complete the 
survey, clicking on the web address below will be considered as consent.  
 
Please consider taking 10 minutes to complete the following survey at:  
 
http://FreeOnlineSurveys.com/rendersurvey.asp?sid=98obkpaj0h183rw204521   
(CLICK HERE) 
 
Thank you for your willingness to participate in this survey,  
Douglas Porpora, Principal Investigator  
Professor of Sociology  
Chair of Culture and Communication Department  
215-895-2404  
porporad@drexel.edu 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in 
K–12 Public Schools 
 
Chuck Bonner, Co-Principal Investigator 
Assistant Principal 
Great Valley High School 
cbonner@gvsd.org  
Ph.D. Candidate 
Drexel University School of Education 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in 
K-12 Publics Schools 
 
One week following the sending of the survey email, a thank you/reminder email 
will be sent. As was noted earlier, response rates to surveys have not been as high as has 
been in the past. While every attempt, from question development to survey design has 
been done to raise response rates, a follow-up request in a web-based survey can further 
increase response rates. The thank you/reminder email will include the link to the web 
site for easier access for the respondent. The letter will read as follows: 
Dear Principal,  
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I would like to thank you in advance for your participation in the completion of 
the 10-minute survey sent to you about one week ago. In case the previously sent 
questionnaire has been deleted from your email account, it has been included 
here. 
 
Again the information you provide will be strictly anonymous. If you become 
uncomfortable responding to any of the questions, please close your browser and 
the survey and information will not be recorded. If you are willing to complete the 
survey, clicking on the web address below will be considered as consent.  
 
http://FreeOnlineSurveys.com/rendersurvey.asp?sid=98obkpaj0h183rw204521 
     
Thank you again for your participation and please let me know if you’re 
interested in the results of this study. 
 
Douglas Porpora, Principal Investigator  
Professor of Sociology  
Chair of Culture and Communication Department  
215-895-2404  
porporad@drexel.edu 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in 
K–12 Public Schools 
 
Chuck Bonner, Co-Principal Investigator 
Assistant Principal 
Great Valley High School 
cbonner@gvsd.org  
Ph.D. Candidate 
Drexel University School of Education 
Study Title: From Coercive to Spiritual: What Style of Leadership is Prevalent in 
K-12 Publics Schools 
 
Response Rate 
 Over the past twenty years, high response rates for surveys have increasingly 
become more difficult to attain, almost impossible without increasing the number of 
attempts by as much as up to twenty attempts (Dillman, 2000). However, the survey for 
this study has attempted to meet the criteria Dillman (2000) has set forth in order to 
achieve a maximum rate of response. The survey will be distributed within the 
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PENN*LINK email system, which includes all Pennsylvania public school principals. By 
doing this, the level of trust is improved insofar as the respondents will receive the email 
from a known source of communication. Further, trust will be developed in that the 
researcher is a member of the same community represented by PENN*LINK. It is hoped 
that the information requested in the survey will be important to the participant (Dillman, 
2000); therefore, in the second notification (the actual survey) the offer of the results of 
the survey will be extended to the participants. This act may increase interest in the 
questionnaire and also give social validation (Dillman, 2000). The survey was developed 
to be short and easily understood; also efforts to avoid subordinating language and 
inconvenient design and access where taken into account. All of these efforts were taken 
to increase participant response rate. 
 Having made these efforts, it is still possible to have a low response rate. A 
description of a worst-case scenario may be in order. A response rate could equal as 
many as 5000 respondents to as low as 1,500 respondents. Using the low response rate 
number of 1500, if the response rate was to be as low as 10%, that would equal 150 
respondents. The researcher would still be able to conduct a study with 150 respondents. 
However, with the above considerations taken, the response rate should be in the range of 
50%, which would equal 750 respondents.  
 It should be noted that the response rate for electronically administered surveys 
appears to be promising. Computers, email, and the World Wide Web are now poised to 
benefit from the implementation of self-administered surveys (Dillman, 2000). 
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Use of Survey Software 
 In developing the web-based survey, it is best to not develop a state-of-the-art 
web page, but to develop a simpler web page which requires less memory, easier 
compatibility with different types of computers, and easier access to individuals with all 
levels of computer ability (Dillman, 2000). The link will be built on the software 
provided by FreeOnlineSurvey.com. The web-based software company, 
FreeOnlineSurvey.com, offers a pay-for-use service which will remove all advertising, 
which in turn will allow the page to download faster, making access easier for older 
computers. 
 
 
Analysis 
 
The first research question asks simply about the prevalence of X, Y, and Z 
leadership types. That question can be addressed simply by tabulating the frequencies of 
people who correspond to each type. As indicated, the questions in the instrument 
definitive of type are 2,4,5,7,10,11,12, 18, 21, 22 and 23. Question 2 –18 employ a five 
point Likert scale going from strongly agree to strongly disagree. With the exception of 
question ten, the lower the score (or more agreement), the more Z - like a leader is. 
Conversely, the higher the score (or more disagreement), the more X – like a leader is.  
Y-ness shows up in levels of agreement or disagreement midway between X and Z. A 
scale can therefore be constructed by summing the answers (strongly agree = 
one…Strongly disagree = 5) to questions 2, 4, 5, 7, 11, 12, and 18 and subtracting the 
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answer to 10, which goes the other way. Since Z and X represent extremes with Y in the 
middle, the scale can also incorporate the answers to questions 21, 22 and 23. In those 
questions, the answer indicating Z-ness (A in question, 21 and 23 and B in question 22) 
will always receive a value of one; the answers indicting Y-ness will receive the value 
two; and the answers indicating X-ness will receive the value 3. The answers to these 
three questions will then be added in with the others to form the scale called Leadership 
Type. Possible scores of Leadership type range from 1 to 39. A 1 would indicate perfect 
Z-ness and 39 would indicate perfect X-ness.  
 The frequencies of X, Y and Z leaders will be measured both absolutely and 
relatively. A relative measure of Leaderships Types X, Y, and Z can be obtained by 
dividing the scale, Leadership Type into thirds. Accordingly, subjects with scores on 
Leadership Type below 13 will be classified as absolute Z leaders. Subjects with score 
between 13 and 26 will be classified as absolute Y leaders. Subjects with scores above 26 
will be classified as absolute X leaders.  
One task will be to see simply by tabulation of frequencies how many absolute 
leaders of each type there are. For comparative purposes however leadership type will 
also be calculated relatively by dividing the observed distribution of scores on Leadership 
Type into thirds. Accordingly, wherever their scores fall in absolute terms, the subjects 
scoring in the bottom third will be classified as relative Z leaders; similarly subjects 
scoring in the middle third will be classified as relative Y leaders; and subjects scoring in 
the final third will be classified as relative X leaders.  
 The other research questions ask about the bivariate relationship between 
leadership type and (i) world view assumptions; (ii) spirituality; and (iii) 
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political/educational attitude. These relationships will be tested by bivariate analyses. 
Questions asking about worldview assumptions will constitute the independent variables 
and absolute and relative Leadership Type will constitute the dependent variables (see 
Figure 3, p. 107). The analyses will employ one-way ANOVAs with absolute and relative 
Leadership Type treated as nominal level independent variables and questions relating to 
spirituality and political/educational attitudes treated as interval level dependent 
variables. 
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CHAPTER 4 
Data Analysis 
The first Survey of the Prevalence of Leadership Styles in Principals for K-12 
Public School Principals was distributed on August 2nd 2006 and the follow up survey 
was sent on August 14th 2006. The survey ended on September 9th 2006. There were 212 
total respondents. All respondents completed all questions on their individual surveys. 
This study asked four specific research questions: 
• How prevalent are the leadership types X, Y and Z among public school 
principals? 
• What is the relationship between Leadership Types and Worldview 
Assumptions?  
• What is the relationship between Leadership Types and Spirituality 
Orientation? 
• What is the relationship between Leadership Types and Political/Educational 
Attitude? 
The first question asks for the absolute frequencies associated with the different 
leadership styles. Required therefore is an absolute measure of the different leadership 
types. These distinctions were created by looking at the lowest and highest possible 
scores on leadership type and dividing the scores in between into thirds. Specifically, 
scores on leadership type could possibly range between 1 and 39. So scores falling below 
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13 were categorized as absolute X’s. Scores falling above 13 but below 26 were 
characterized as absolute Y’s. Scores falling above 26 were categorized as absolute Z’s. 
 The actual outcome of the data is presented in Graph 1. The breakdown becomes 
clearer in Graph 2. Particularly clear is how few absolutely x leaders there were, 
specifically only 1.4% (N = 3).   
Thus, in answer to the first research question of this study concerning the 
prevalence of X, Y and Z leadership types, Frequency Table 1 (p. 129) and Graph 4 (p. 
130) shows that according to the absolute measure of leadership style scale the frequency 
of X leaders = 1.4%, Y leaders = 63.7% and Z leaders = 28.3%. Although not a 
representative sample these frequencies would indicate that within the leaders surveyed 
(N = 198) the possibility of educational reform would be good. With the X leader 
frequency at 1.4% the survey indicates that the traditional coercive X leader is almost 
nonexistent in the context of public education in Pennsylvania. While the Y leader 
frequency is 63.7%, not necessarily indicating reform, at least the leaders are not 
perpetuating historical methods of hierarchical control over followers. Leaders in the Z 
range with a frequency of 28.3% indicate leaders in the higher stages of moral and 
spiritual development as described by Maslow (1943, 1968, 1971), Kohlberg (1981), and 
Fowler (1995, 2000), who are more inclined toward questioning and changing the 
conventional and status quo in public education.   
 
Coercive to Spiritual     126 
 
Graph 1 
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There were too few cases in the X category to do any kind of bivariate analysis 
using the absolute measures of leadership type (see Graph 3). Thus, for purposes of 
bivariate analysis, Leadership scores were reconfigured into three categories of relative 
X, Y, and Z-ness. This was done by dividing the observed distribution of scores on 
Leadership Type into thirds, based on frequency of responses. As 28% of respondents 
scored below 13, roughly a third of the sample were Z leaders, both absolutely and 
relatively. Another 34% of respondents scored between 13 and 15. These were all Y 
leaders, both absolutely and relatively. The remaining 31% of respondents scored over 15 
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on leadership. Relatively, we categorized these as X leaders, but it is important to note 
that this designation is only relative. In absolute terms, the vast majority of these 
respondents fall within the Y designation. The relative distribution of scores is depicted 
in Graph 4. 
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Causal Model 
The remaining questions concern the causal model created in chapter 3. That 
causal model depicts the relations among the various variables described. The causal 
model (Figure 6 p. 134) is composed of the Worldview Assumptions as the independent 
variable, Leadership Type as an intervening variable, and Spiritual Orientation and 
Political/Educational Attitude as the ultimate dependent variables. The relationships 
between these causal model variables were tested by one-way ANOVA. Also tested by 
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ANOVA tests are the relationships amongst Worldview Assumptions 
Political/Educational Attitudes and Spiritual Orientation; and Spiritual Orientation and 
Political/Educational Attitudes.  
 
Figure 1.  Causal Model 
  Spirituality 
 
 
Worldview  Leadership Types 
Assumptions 
 Political/Educational 
 Attitude 
 
 
Analysis of Frequencies 
The scale for Worldview Assumptions was created using questions 1, 3, 19, 20. 
Questions 1 and 3 are scored on a Likert scale as follows Z = -5, X = -1. Questions 
19 and 20 are scored as follows Z = 1; Y= 2; X = 3. This would give a possible range 
of scores of –9 through 1. Absolute Zness would = -9; absolute Xness would = 1. 
Frequency Table 1 and Graph 5 (p. 131) show actual range of scores and frequencies 
of responses. The actual score for Zness would = -8 and the actual score for Xness 
would = .00. 
 
Frequency Table 1 
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Statistics
worldview assumptions
212
0
Valid
Missing
N
 
 
 
 
worldview assumptions
10 4.7 4.7 4.7
26 12.3 12.3 17.0
56 26.4 26.4 43.4
39 18.4 18.4 61.8
23 10.8 10.8 72.6
23 10.8 10.8 83.5
22 10.4 10.4 93.9
8 3.8 3.8 97.6
5 2.4 2.4 100.0
212 100.0 100.0
-8.00
-7.00
-6.00
-5.00
-4.00
-3.00
-2.00
-1.00
.00
Total
Valid
Frequency Percent Valid Percent
Cumulative
Percent
 
 
 
 
Graph 5 
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The scale for Political/Educational Attitude was created using questions 6, 8, 9, 
16, 24 and 26. Questions 6 and 9 are scored on a Likert scale as follows Z = 5, X = 1. 
Questions 8 and 16 are scored on a Likert scale as follows Z = - 5, X = - 1. Questions 24 
and 26 are scored as follows Z = 1; Y= 2; X = 3. This would give a possible range of 
score of -6 through 18. Absolute Zness would = -6; absolute Xness would = 18. 
Frequency Table 4 and Graph 7 (p. 133) show actual range of scores and frequencies of 
responses.  
 
Frequency Table 2 
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political and ed attitudes
1 .5 .5 .5
6 2.8 2.9 3.3
1 .5 .5 3.8
13 6.1 6.2 10.0
27 12.7 12.9 23.0
28 13.2 13.4 36.4
32 15.1 15.3 51.7
32 15.1 15.3 67.0
21 9.9 10.0 77.0
19 9.0 9.1 86.1
10 4.7 4.8 90.9
7 3.3 3.3 94.3
12 5.7 5.7 100.0
209 98.6 100.0
3 1.4
212 100.0
-3.00
-2.00
-1.00
.00
1.00
2.00
3.00
4.00
5.00
6.00
7.00
8.00
9.00
Total
Valid
SystemMissing
Total
Frequency Percent Valid Percent
Cumulative
Percent
 
 
 
 
 
 
 
 
 
 
Graph 6 
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The scale for Spiritual Orientation was created using questions 13, 14, 15, 17 and 
18. Questions 13, 14, 15, and 17 are scored on a Likert scale as follows Z = 5, X = 1. 
Questions 18 are scored on a Likert scale as follows Z = - 5, X = - 1. This would give a 
possible range of score of -1 through 19. Absolute Zness would = -1; absolute Xness 
would = 19. Frequency Table 5 and Graph (p. 136) show actual range of scores and 
frequencies of responses.  
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Frequency Table 3 
 
 
spirituality
3 1.4 1.5 1.5
14 6.6 6.8 8.3
12 5.7 5.9 14.1
10 4.7 4.9 19.0
18 8.5 8.8 27.8
36 17.0 17.6 45.4
17 8.0 8.3 53.7
25 11.8 12.2 65.9
24 11.3 11.7 77.6
11 5.2 5.4 82.9
13 6.1 6.3 89.3
11 5.2 5.4 94.6
1 .5 .5 95.1
6 2.8 2.9 98.0
1 .5 .5 98.5
3 1.4 1.5 100.0
205 96.7 100.0
7 3.3
212 100.0
-1.00
.00
1.00
2.00
3.00
4.00
5.00
6.00
7.00
8.00
9.00
10.00
11.00
12.00
14.00
15.00
Total
Valid
SystemMissing
Total
Frequency Percent Valid Percent
Cumulative
Percent
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Testing the Causal Model 
 
The relationships were tested by two sets of bivariate analyses. The analyses 
employed one-way ANOVAs with absolute and relative Leadership Type treated as 
nominal level independent variables and questions relating to spirituality and 
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political/educational attitudes treated as interval level dependent variables. Questions 
asking about worldview assumptions constituted the independent variables and absolute 
and relative Leadership Type constituted the dependent variables. 
 The first relationship tested was between worldview assumptions and leadership 
type. The question was whether different worldview assumptions would lead to different 
leadership styles. The first attempt to test this relationship used relative leadership type 
and proved to be statistically insignificant.  
The relationship was tested again, however, using absolute leadership type 
instead. In This analysis, relative leadership was treated as the nominal independent 
variable and worldview was left as an uncollapsed interval variable. Because there were 
not enough respondents scoring X, the X and Y categories for this variable were 
collapsed. When this was done, the average worldview score for Z’s was -5.1 as 
compared with an average worldview score of -4.5 for those in the category of  X and Y 
–like collapsed (p = .033). As the lower the worldview score, the more Z-like the 
worldview is, this statistically significant finding was in the hypothesized direction. 
Specifically, Z-like worldview assumptions tend to be associated with more z-like 
leadership styles. 
The next relationship tested was the hypothesized relation between leadership 
type and spirituality, specifically, the hypothesis that the more Z-like a leader is, the more 
spiritual he or she is likely to be. In this analysis, relative leadership was the nominal 
independent variable and spirituality the interval dependent variable. This relationship 
was also statistically significant (p < .001) with z leaders scoring on average 4.1 on 
spirituality; Y leaders scoring an average of 5.1; and X leaders scoring an average of 6.6. 
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Next tested was the relationship between leadership type and political and 
educational attitudes, but this proved to be statistically insignificant (p = .521). Also not 
statistically significant was the relationship between political and educational attitudes 
and worldview assumptions (p= .317). 
There was a statistically significant relationship between worldview assumptions 
and spirituality (p = .042). Specifically, those whose worldview assumptions were 
described as spiritual or humanistic tended to be less spiritual on average (5.6 and 5.7, 
respectively) than those whose worldview assumptions were described as coercive were 
on average more spiritual (4.3). Because of the direction of the questions, it should be 
said, the higher the score on spirituality, the less spiritual one is. As the direction of this 
relationship is the opposite of what was hypothesized, we will consider it in more detail 
in the next chapter. 
The last analysis performed examined the relation between spirituality and 
political and educational attitudes. In this analysis, spirituality was treated as the nominal 
independent variable and political and educational attitudes as the interval dependent 
variable. This relationship too was statistically significant (p = .034). On average, those 
who are very spiritual scored higher (4.3) on political and educational attitudes than those 
who were either somewhat spiritual (3.3) or not at all spiritual (3.2), a result that was in 
the expected direction. 
As can be seen in Figure 16, four of six relationships in the causal model are 
statistically significant. The relationships between Worldview Assumption and Spiritual 
Orientation have statistically significant relationships with Leadership Type. Worldview 
assumptions and Spiritual Orientation, as well as Spiritual Orientation and 
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Political/Educational attitudes are also statistically significant in one-way ANOVA 
scores.   
Leadership Types and Political/Educational attitude are not significant at P<.05. 
Worldview assumptions and Political/Educational attitudes are also not significant at 
P<.05.  
 
 
Figure 1.  Causal Model with one-way ANOVA scores 
                                           Spirituality 
      
        
World view  Leadership Types 
Assumptions           
                                                 Political/Educational 
 Attitude 
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Chapter 5  
Discussion 
Introduction 
 
The conclusion of this study will focus on an interpretation of the data gleaned 
from the analysis of the responses to the survey. This will include first a discussion of the 
relationship of the data depicted in Figure 1 below.  
 
Figure 1.  Causal Model with one-way ANOVA scores 
                                           Spirituality 
      
        
World view  Leadership Types 
Assumptions           
                                                 Political/Educational 
 Attitude 
 
 
Following the discussion of the causal model will be a discussion on the counter 
intuitive findings depicted in World View Table 1.  
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Table 1. World View  
Coercive    Humanistic              Spiritual               
Negative World View    Half/Half              Positive World view  
Not Very Spiritual 25.5% 36.7% 37.8% 
Somewhat 36.4% 46.7% 33.3% 
Very Spiritual 38.2% 16.7% 28.9% 
X- ness                            Y-ness      Z-ness 
 
Discussion of Causal Model with one-way ANOVA Scores 
 
I undertook this study with the hypothesis that the majority of Principals in 
Pennsylvania public education would fit within the Theory X category. The literature’s 
suggested need for Z leadership, plus my own experience in the field of public education, 
indicated my hypothesis would be correct.  
There was an attempt to create questions that would differentiate between the 
stages of spirituality. I expected to find that the more Z the leader was the more spiritual 
the leader would be and the more X a leader was the more coercive the leader would be. 
This study asked four specific research questions all of which were answered. 
Question 1 asks how prevalent are the leadership types X, Y, and Z among public school 
principals?  
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Frequency Table 4.  
 
absolute measure of leadership style
68 32.1 32.1 32.1
141 66.5 66.5 98.6
3 1.4 1.4 100.0
212 100.0 100.0
z
y
x
Total
Valid
Frequency Percent Valid Percent
Cumulative
Percent
 
 
 
 
In the Absolute leadership scale (Frequency Table 4) the frequency of leadership 
styles indicates a prevalence in the Y leadership style of 66.5 %. What is striking in the 
absolute scale is that there is only 1.4% of leaders who fell into the X leader category. 
This finding contradicts the initial hypothesis of this study. The percentage of Z leaders 
(32.1%) also contradicts the initial hypothesis of this study.  
A factor playing into the finding that the majority of leaders in the study are in the 
Y or Z range could be survey bias. Those respondents who saw the title of the survey 
“From Coercive to Spiritual: What Style of Leadership is Prevalent in K–12 Public 
Schools” and were comfortable with the topic of spirituality may have been more 
interested in responding. Those not feeling comfortable with the topic may have chosen 
to not take the survey. This could have resulted in the pool of respondents representing Y 
and Z leaders. Another methodological concern is intrinsic to gathering data by survey. 
All data gathered in this survey is self-described. So as can be seen in Table 1 there is a 
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complex mix in the results of the gathered data. What principals may describe themselves 
as being, may be far form how their followership would describe them as being.   
What would be of interest for further study with this information would be how 
the teachers under the leadership of the respondents of this survey would respond to the 
high percentages of Y and Z leaders. However this too, may be misleading. It is not 
difficult to think of a leader like Hitler who would get positive reviews from his 
followers. In discussing the results with teachers not related in any way to the 
respondents in the survey, the teacher response was that in their experience the Theory X 
leader was still the most commonly found leader in education.  
Another interesting possibility for further research would be a qualitative 
interview of the survey respondents. Having the respondents speak to the counter-
intuitive findings may shed light as to the cause of such findings. It may also help those 
same respondents realize some of the inconsistencies in their thinking. The worst case 
would be that these leaders respond as did Porpora’s (2001), not knowing what they 
believed and not being concerned that they didn’t know. However a result such as this 
when dealing with the leaders in the public school seems as if it would have grave results 
for future generations.   
Research questions 2, 3, and 4 may be best described in relation to each other. As 
was mentioned out of the six relationships four are significant in one-way ANOVA 
scores. The relationship between Leadership Type and Worldview Assumptions is 
significant at p = (.033). The relationship between Leadership Type and Spiritual 
Orientation is significant at p = (.000). And the relationship between Political Educational 
Attitudes is not significant (p = .521). Further significant relationships include 
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Worldview Assumptions and Spiritual Orientation, significant at p = (.042), Spiritual 
Orientation and Political Educational Attitude, significant at (p = .034), and Political 
Educational Attitudes and Worldview Assumptions as not being significant (p = .317).  
Beginning with the most statistically significant relationship, it appears that there 
is the existence of the components of Spiritual Orientation and World View Assumption 
that does guide principals in their work experience. However the relationship does not 
exist for Political and Educational Attitudes. Why? This seeming incongruence will be 
addressed within the developmental models of Maslow, Kohlberg and Fowler.  
The concept of the X, Y and Z leader was based on the developmental theories of 
Maslow, Kohlberg and Fowler. These theories are developmental and they describe a 
hierarchy of being in the development of the human being. A human develops in such a 
way as to move from the pre-conventional self-satisfying egotistical stages of a child 
through the post-conventional self-sacrificing, other oriented stages of self actualization, 
and finally to transcendence; the change from self-actualization to transcendence being 
more a matter of degree. These hierarchical stages of being are thus fluid, making it 
difficult to tease out a clear and unambiguous definition of the X, Y or Z leader. For it 
may well be that while Leadership type is significant to Spiritual Orientation at p < .001, 
the  developmental model of Fowler would indicate that a leader at any stage of spiritual 
development could indicate that they were a spiritual leader. For example, if questioned 
as to whether they were spiritual leaders, both a Stage 4 Authoritarian and a Stage 6 
Transcendent could answer that yes they are spiritual leaders. However both have 
different concepts as to what spiritual means. This is due to the hierarchical nature of the 
theories; one cannot have adequate knowledge of a higher stage, therefore one cannot 
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recognize that he/she is not at the highest stage since the models are hierarchically 
integrated. It is important to remember here that Maslow, Kohlberg and Fowler state that 
the majority of people do not move past Stage 4 (Authoritarian). Accordingly the pool of 
Stage 6 (Transcendent) people is very small. Those who are leaders, even smaller, yet 
this study indicates the converse. Here is another methodological concern. If those 
surveyed have an inaccurate understanding of what is defined in this study as a spiritual 
leader they will not give accurate answers to the questions. What we run into here is what 
Wallis (2005) describes as what the Right gets wrong and the Left doesn’t get. Wallis’ 
description can be seen in Table 1, which shows a relationship between self described 
spiritual leaders and their use of coercive methods and non spiritual leaders using 
spiritual methods. This finding could indicate quantitatively a misunderstanding of the 
ultimate grounds of being upon which these respondents are describing themselves. 
Porpora’s (2001) study lends credence to this idea of misunderstanding in that when 
pressed on why people believe what they believe, the majority in his study did not know 
why they believed what they believed and of more concern they were okay with not 
knowing. As mentioned above, the effects of not knowing why one has certain beliefs 
would seem to lead to intellectual confusion. Asking ‘why’ seems to have lost 
importance. Asking ‘why’ however is an integral part in moving into the higher stages of 
Maslow’s, Kohlberg’s, and Fowler’s developmental theories.  
The apparent confusion regarding the accurate understanding of terms between 
the significant relationships between Worldview Assumptions, Spiritual Orientations and 
Leadership Type could cause the relationships to be meaningless. This same issue could 
also be problematic in the significant relationships between Worldview Assumptions and 
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Spiritual Orientation, and Spiritual Orientation and Political Educational Attitude. A 
leader’s world view may be entirely consistent with his or her spiritual orientation, yet 
that world view and spiritual orientation may be at a stage four or below. The argument 
could be made that within the hierarchical stages of spirituality and morality there could 
be found a relationship to any political or educational attitude. If we were to concede 
Malsow, Kohlberg and Fowler as being right in their assessment that most people do not 
move beyond authoritarian Stage 4, combined with Altemeyer’s research, which indicates 
that those who seek and attain leadership positions tend to have an authoritarian nature, 
this study further indicates a lack of understanding concerning spiritual and moral 
growth, which in turn would indicate a need for education in the area of moral and 
spiritual development, a need that is currently not addressed in graduate leadership 
programs.  
Where this issue may be teased apart was first seen in the counter-intuitive 
relationship found in the statistically significant relationship between worldview 
assumptions and spirituality (p = .042). Specifically, those whose worldview assumptions 
were described as spiritual or humanistic tended to be less spiritual on average (5.6 and 
5.7, respectively) than those whose worldview assumptions were described as coercive 
were on average more spiritual (4.3). Because of the direction of the questions, it should 
be said, the higher the score on spirituality, the less spiritual one is. This counter-intuitive 
relationship is further clarified in World View Table 1. This finding however fits within 
the theories of Malow, Kohlberg and Fowler and within the findings of Altemeyer and 
Porpora. We should find a majority of authoritarian Stage 4 leaders who believe their 
Leadership style, Worldview assumption, Political/Educational attitudes and spiritual 
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orientations are all intellectually congruent and they may well be. What appears in the 
data however is that there is confusion in what these terms mean in that a spiritual out 
look can encompass both a caring perspective and a coercive perspective. What is 
interesting is that this overall conclusion is quantitatively demonstrated in this study. 
What is becoming clear is that it is not that spiritual leadership is meaningless; it is that 
spiritual leadership has lost its meaning. If the term spiritual leader can mean anything 
and a leader can be generally unaware of what or why they believe certain things, this 
would appear to ripple out into serious concerns as to the direction public schools are 
going in and who is doing the directing. This could be described as a dissociation 
between thought and action, what is generally described as the difference between 
Espoused Theories and Theories in Action. If we are mandating laws, and implementing 
them and we are not sure why and never questioning why, we are in grave danger of 
succumbing to a totalitarian form of leadership. In such a situation any form of 
democratic dynamic involving intellectual and moral debate would seem to be waning in 
both the leadership and the followership.  
 
Skepticism and the Narrowing of Modern Thought 
 
These seeming contradictions have their roots in what could be described as the 
narrowing and quantification of modern thinking. In order to understand this counter-
intuitive discrepancy I will try to explain how Cartesian mathematization and skepticism 
began to change what could be acceptable to modern thought.  This will lay the ground 
work for answering two questions arising from this study which are shown in the table 
Coercive to Spiritual     148 
 
above: why do 39.7% of leaders, who consider themselves Very Spiritual, fall into the X 
leader category; and why do 38% of leaders who consider themselves Not Very Spiritual 
fall into the Z leader category?  
The Literature Review has addressed a seminal reason for how this contradiction 
came about in the form of Cartesian skepticism and Lockean empiricism (Fairholm, 
1998; Polanyi, 1946; Schumacher, 1977; Senge, 2000). 
Their doctrines emphasized the idea that humanity and the universe could be 
explained by critical reason alone (Fairholm, 1998; Polanyi, 1946). Radical skepticism 
and empiricism have their place; they were instrumental in the birth and growth of the 
industrial age which require instrumental and technical reason. However Skepticism 
narrowed traditional thinking, eliminating those aspects of life that could not be 
quantified, such as hearing that first internal response to a calling. Descartes believed that 
to seek truth one must not venture outside of the certainty that can be provided by 
arithmetic and geometry (Schumacher, 1977). Instrumental reason is one aspect of the 
human thought process. In using a part of the human thought process to describe the 
entire thought process, Descartes was forced to discard all that would not fit within a 
mathematical paradigm. In discarding all that would not fit within instrumental reason, 
Descartes inadvertently discarded judgmental reason, the form of reason which is needed 
to discuss those issues of life which cannot be reduced to mathematical certainty. In 
essence Descartes’ skepticism allows into conversation only that which can be quantified, 
human life then becomes mechanized; the thought process, devoid of judgmental reason, 
then becomes narrowed to the point of eliminating human purpose and meaning and 
allowing it to be replaced with quantitative value. Internal purpose and meaning 
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continues to be replaced by the purpose and meaning of an externally imposed authority, 
the illusion of bureaucratic management (Franks, 1952; MacIntyre, 1984; Polanyi, 1946). 
More so purpose and meaning are eliminated because such things do not lend themselves 
to mathematization, leaving us with a doctrine of salvation by way of science and reason 
alone. What Descartes has demonstrated and what our culture takes as a given is that 
skepticism makes no demand on our higher faculties, it acts only in negation,  in fact it 
flattens our hierarchy of being so as to barely consider purpose and meaning 
(Schumacher, 1977). Schumacher states that what follows from this lack of use of our 
higher faculties is “that any systematic neglect or restriction in the use of our organs of 
cognition must inevitably have the effect of making the world appear less meaningful, 
rich, interesting and so on than it actually is” (p. 61). From Porpora’s (2001), study it 
appears that this has occurred. So we are left with instrumental reason as the means by 
which we are to make humanity act reasonably and to bring about the good of all people. 
Judging from our history of war, inequity, and racism to name a few, this should give one 
pause. A thought process that removes purpose and meaning from the equation by 
allowing the leader to use only cost-efficient or instrumental reason, a leader will find it 
difficult to not slip into a form of Machiavellisim. As Arendt (1977) has noted, slipping 
into a Machiavellian state takes no great evil but merely following a series of banal, 
thoughtless decisions.  
This drift toward instrumental reason can be seen in the cyclical history of 
philosophy. Gilson concludes from his comprehensive review of philosophical literature 
that “by his very nature, man is a metaphysical animal” (p. 248). He comes to this 
conclusion following the cyclical deaths of philosophy by way of skepticism and its 
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concurrent rebirths by way of different forms of moralisms and mysticisms. Skepticism 
seems to grow when a part of our thinking is used to describe the whole of humanity as 
Descartes attempted to do by way of mathematics and Kant attempted to do with physics. 
Gilson defines a metaphysician as a person who “looks behind and beyond experience for 
an ultimate ground of all real and possible experience” (p. 247). By following this twenty 
five hundred year history of metaphysicians and philosophy, Gilson shows that no matter 
how many times philosophy has fallen short of its mark, humans have always continued 
this search for the ultimate ground of being. In essence Gilson is noting historically, the 
epistemic fallacy. He catalogues the epistemological shifts in the history of philosophy 
and by those shifts notes that mans metaphysical search for meaning has continually re-
emerged. While philosophy has continually led to an epistemic dead end, there seems to 
remain an ontological reality suggesting that man needs to know ‘why’.  
Critical Realism attempts to correct the epistemic fallacy by pointing out that the 
world has an objective reality that is not changed merely because we change our minds 
(Archer, Collier & Porpora, 2004). Further Gilson states, “A law of the human mind that 
rests on the experience of twenty five centuries is at least as safely guaranteed as any 
empirically established law” (p. 247).  From this perspective there is in human reason an 
urge to transcend the limits of reason, there is a desire to know the whole. Here Critical 
Realism suggests judgmental reason as an answer (Archer, Collier & Porpora, 2004). 
Judgmental reason allows into discussion those things which can only reach a provisional 
certainty. These provisional truths are reached by way of discussion. By way of such 
discussion, members can come to a reasoned though provisional truth about what reality 
is or is not. Contrary to instrumental reason which would not accommodate a discussion 
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of spirituality because there cannot be an answer which could be attained with 
mathematical certainty, judgmental reason can accept and validate Gilson’s conclusion of 
a law of mind based on twenty five hundred years of experience. However, at this point 
in time our culture has been in a constant movement toward instrumental reason and 
technical reason, the over arching conversation concerning values or qualitative change 
has fallen to the back ground. This type of instrumental/technical reason has been an 
attempt to provide certainty, a sense of security. If that is the case, the higher 
developmental stages become inaccessible, for we no longer experience a hierarchy of 
being, there are no higher stages to move too (Schumacker, 1977), we no longer have 
access to the language or thought system to acknowledge or be aware of the differences 
within the stages of spiritual or moral development. We are left with the binary opposites 
of spiritual versus secular, moral versus immoral. With such opposites we are then left 
with only gross generalizations; subtle differences and degrees of growth become 
meaningless. Within such a framework the developmental aspect of spirituality is 
compacted into the lower stages of Maslow, Kohlberg and Fowlers theories; there is no 
growth toward the higher levels of morality or spirituality, it then becomes of little 
importance to put in the effort or work to attain a higher developmental stage. If one 
needs to make the choice to be either spiritual or secular it is much more inviting for a 
stage 4 or below individual in our current secular environment to be one of the secular 
crowd. For a stage 4 or below leader to do so would be appropriate. Once that type of 
culture is established there are fewer and fewer stage 6 or 7 models (people) for those on 
the lower developmental stages to aspire. It should be remembered that a leader at stage 4 
is at the Authoritarian stage seeking to fit in with the conventional system. And since it 
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appears that asking ‘why’ is of little concern, there is a self perpetuating cycle here that 
only a post conventional leader can break. 
 Acknowledging how Cartesian skepticism can be seen to set the stage for 
doubting all aspects of the human that can not be quantified, the researcher will now   
further explore this contradictory relationship from a perspective outside of purely 
instrumental reason.  
If, in relationship to Leadership type, the three variables of Spiritual Orientation, 
Worldview Assumptions and Political Educational Attitudes can be seen as inner 
experience (Schumacher, 1977) it may be possible to address these counter-intuitive 
results shown in Worldview Table 1. Looking at Worldview Assumptions, Spiritual 
Orientation and Political Educational Attitudes as inner experiences it may be explained 
why the inner experiences show up in such a contradictory fashion in this study.  
If inner experiences can be understood as self knowledge in the issue described 
above (a Stage 4 Authoritarian leader and a Stage 6 Transcendent leader, if asked if they 
are moral or spiritual) then how both could answer yes, begins to become clearer. The 
process of self knowledge allows the leader to move from diminution of humanness to 
full humanness (Maslow, 1968). Full humanness in this sense refers to a person being 
fully integrated, to such an extent they would exercise the “power of self-awareness, 
which is the power of freedom, to the fullest degree, unmoved by any necessity. This 
would be a Divine Being, an almighty and sovereign power, a perfect Unity” 
(Schumacher, 1977, p. 30). To develop self knowledge one requires their highest 
faculties, not the faculties’ of technical reason (Tillich, 1967) or instrumental reason 
(Taylor, 1991), but the “faculties of man which are adequate to the creation of a science 
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for understanding” (Schumacher, p. 60). If these faculties are never exercised they never 
develop, there is no developmental growth, once that occurs “the very possibility of first 
understanding and then fulfilling the purpose of life disappears” (Schumacher, p. 60). As 
Taylor (1991) has previously described, societies that emphasize instrumental reason are 
highly destructive to serious moral deliberation. If the topic of morality is destroyed, the 
question of why be moral is never asked. In such a society the moral and spiritual fabric 
begins to unravel. Schumacher goes on to say that our modern world is “skeptical about 
everything that makes demands on man’s higher faculties” (p. 60). In fact skepticism, 
being merely negation, is incapable of reaching man’s higher faculties (Cassirer, 1979). 
As was mentioned Porpora’s (2001) study has shown how this may already be 
playing out in society. His study finds that people tend not to think about why they have 
the beliefs and assumptions they have. The study showed that people have beliefs and 
assumptions but the beliefs and assumptions are seldom questioned, in essence people are 
not using their higher faculties to question why they believe what they believe. This 
indicates a lack of self knowledge, a lack of the development of man’s higher faculties. 
This type of culture ends up flattening the hierarchy of being, so that the higher stages are 
rarely if ever addressed. It also results in the average stage 4 leader, to never have to deal 
with the higher stages of thinking, the stages of asking ‘why’ and therefore never learning 
to raise any valid objection to being totally directed by the state (Polanyi, 1946). If 
leaders are content to not even question their own convictions, there seems to be little 
chance that they would question those of supervisors or experts. This setting is rife for a 
democracy to move toward totalitarianism. What we would see are those espousing 
democratic values while acting in totalitarian ways.  
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To know where one stands on the developmental stages is to know one’s self. 
Knowing one’s self is essential to knowing one’s outlook on the world. This is how 
Leadership Type can have both a significant relationship to Worldview Assumptions and 
Spiritual Orientations and not have a significant relationship between Leadership Type 
and Political Educational Attitude. Again a Stage 4 Authoritarian leader and a Stage 6 
Transcendent leader, while both considering themselves to be spiritual leaders, will have 
considerably different perspectives on Political Educational Attitudes. If a leader is not 
aware of their own assumptions and not aware of their spiritual developmental stage it 
seems it would be difficult to have a consistent Political/Educational Attitude. This 
contradictory relationship could then be the reason why, for so long, a public school 
principal could have what Barth considers a frightening, demeaning, disempowering 
“foul-weather job, one few desire and can tolerate” (p. 140). This contradictory 
relationship could explain why leaders “Do the bidding (and do it well) of superordinates 
located elsewhere; for example, in central office Washington or Sacramento; Comply: 
agree to take on the goals (and often the means) of the superordinates; Believe in their 
goals (and means) effectively; Agree to be held accountable for attaining their goals, as 
measured by high-stakes testing” (p. 141). And explain how these same leaders over this 
same length of time are certain that they are “leading” education specifically for the 
benefit of the children.  
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Right Wing Authoritarianism 
 
This contradictory - Very Spiritual/Coercive leader - is described empirically by 
Altemeyer (1996) in his work on Right Wing Authoritarianism (RWA). Altemeyer 
(1996) describes a RWA as having a “covariation of three attitudinal clusters” (p. 7). 
These include: 
“1. Authoritarian submission – A high degree of submission to the authorities 
who are perceived to be established and legitimate in the society in which one 
lives. 
  2. Authoritarian aggression – a general aggressiveness, directed against various 
persons, that is perceived to be sanctioned by established authorities.  
  3. Conventionalism – a high degree of adherence to the social conventions that 
are perceived to be endorsed by society and its established authorities” (p. 6). 
Altemeyer (1996) goes on to describe RWA submission as assuming that those 
they perceive to have legal or moral authority should be “trusted to a great extent and 
deserve obedience and respect” (p. 9). They believe these authorities know what is best 
and that those criticizing the authorities are not to be trusted. “They view criticism of 
authority as divisive and destructive, motivated by sinister goals and a desire to cause 
trouble” (p. 9). In essence they are Stage 4 authoritarians doing there best to fit in to the 
status quo.  
Altemeyer describes RWA aggression as “intentionally causing harm to someone. 
This harm can be physical injury, psychological suffering, financial loss, social isolation, 
or some other negative state that people usually try to avoid” (p. 10). RWA’s in 
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Altemeyer’s research show a “predisposition to control the behavior of others through 
punishment” (p. 10). The RWA submission can justify this aggression by seeing it as 
being sanctioned by those in authority.  
Lastly RWA’s see conventionalism as strong adherence to traditional social 
conventions. RWA’s tend to be religious fundamentalists (again Stage 4), rejecting the 
idea of an individual developing their own ideas on morality or spirituality.  
Other descriptors Altemeyer’s studies have shown are:  
• They do not value equality highly and oppose measures to increase it 
• They accept unfair and illegal abuses of power by government authorities 
• They trust leaders who are untrustworthy 
• They admit they get personal pleasure from punishing people. 
• They are prejudiced against many racial and ethnic minorities. 
• They are highly self-righteous 
• They make many incorrect inferences from evidence 
• They are hypocritical 
• They believe they have no personal failings 
• They avoid learning about their personal failings 
• They use many double standards in their thinking 
        (Altemeyer, 1996, p. 300, 301) 
 
A most important attribute of the RWA concerning self knowledge is their ability 
at self deception. Their ability to uncritically accept authorities, rely on insufficient 
evidence, and use double standards in their thinking and judgments are all hallmarks of 
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an RWA. They seem adept at not asking ‘why’. There is no questioning of traditional 
social conventions, no questioning of equity, institutional racism, or the collateral damage 
of high stakes testing.  
This is a rather accurate description of the Very Spiritual/Coercive leader as 
depicted in World Figure 1.  
But what of the Not Very Spiritual/Spiritual leader? While the RWA does not 
value equality the Not Very Spiritual/Spiritual leader is fighting for equality while at the 
same time believing in a morally relative universe (Inchausti, 2005). Inchausti (2005) 
describes our current secular humanism as a “new superstition of progress with [its] own 
collection of hoary religious absolutes and superstitions disguised as positivist 
certainties” (p.37). G. K. Chesterton (Inchausti, 2005) believed that “Western civilization 
was already “Christian” and that Christian values were built into the very warp and woof 
of every one of its institutional and cultural practices” (p. 38). In effect, Chesterton felt 
that the Not Very Spiritual/Spiritual leader was cut off “from their onto-theological roots 
while still sitting on the limbs” (p. 38). Yet again there is a bit of denial in the Not Very 
Spiritual/Spiritual leader’s thinking, for how can one “defend human rights while 
claiming that moral autonomy is an illusion” (p. 38)? Inchausti describes Chesterton as 
believing that spirituality (described as Christianity) never died but the cultures it lived in 
died. Chesterton (1993) counts 5 cultural deaths – the fall of the Rome, the end of the 12th 
century feudal era, the Renaissance, the Enlightenment, and now the end of our current 
“five hundred year fascination of calculation” (Inchasti, 2005). And here we are looking 
into the concept of spiritual leadership. 
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 What has become our cultural way of perceiving the world may indeed be falling 
away. Our current emphasis on seeing the world by way of scientific methodology in 
essence confines us to seeing the world at the lowest stages of Malsow’s, Kohlberg’s and 
Fowler’s theories. It appears these lower stages are no longer acceptable.  
 
Conclusion 
 
What I have tried to untangle within the human agent/ institution relationship has 
been described by Argyris’ Theory X wherein a human operating within an 
institutionalized structure will “use few of his abilities; he will also tend to experience a 
minimum degree of control over his working world…this degree of dependency and lack 
of control over one’s life is reminiscent of childhood” (Argyris, 1993, p. 311). Bowles 
and Gintis have described the institution as constraining personal development and 
consciousness to the point of being inimical to human growth and development. Maslow 
(1968) then speaks to this agent versus institution relationship as being the exploited 
versus the exploiter, to the point where the exploited become “good, nice, well-adjusted 
slaves” (p.62). Newton (1995) describes the relationship as causing one to being driven to 
self murder. A theological description of this relationship is well stated by Wink (2002). 
Wink’s two themes of research focus on how the Christ figure is the model for the human 
being to become more fully human. The other theme is the attempt to understand the 
forces preventing people from becoming fully human. Wink describes these forces as a 
domination system which is “ a world-encompassing system characterized by unjust 
economic relations, oppressive political relations, patriarchal gender relations, prejudiced 
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racial or ethnic relations, hierarchical power relations, and the use of violence to maintain 
them; in short ‘civilization’” (Wink, 2002, p. 270). If civilization is a coercive institution 
we must then move to a Stage 7 explanation of this agent versus institution scenario.                     
Illich (2005) uses the Good Samaritan story and how that story was co-opted when 
Christianity became the official religion of the largest military power of its time. 
Illich (2005) believes that in this act of co-opting began what he describes as the 
“corruption of the best is the worst” (Illich, p. 29). He believes this attempt to 
institutionalize the Christian Gospel to be, not, the failure or fulfillment of Christianity, 
but its perversion. This is an important concept in the interpretation of this studies data. 
By way of the story of the Good Samaritan, Illich tells of how the 
institutionalization of the Christian Gospel attempts to guarantee what was at first an 
outsiders response to the “other” as an answering, not to a duty, but to a calling (Illich, 
2005). In this can be seen the call to be a teacher replaced by a governmental structure 
implementing punitive measure to raise test score.  
Dostoevsky (1970) has expressed this uneasy union in the voice of the Grand 
Inquisitor. The Grand Inquisitor explains that due to the sordid state of humanity the 
Church has had to work with the worldly powers that Jesus had rejected (Illich, 2005). 
This institutionalization process could be seen as Foucault’s (1977) three components for 
internalizing societal expectations: hierarchical observation, normalizing judgment, and 
examination. These components are constantly placed on the individual, to the point 
where the ultimate result of these societal expectations is that the individual ends up 
placing these same constraints on himself.  
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The relationship changes, the Very Spiritual/Coercive leader becomes the 
institutionally taught leader. Spiritual becomes coercive in that when Jesus is questioned 
as to - who is my neighbor? - what was once the Samaritan answering an internal call in 
which he under goes a conversion which then leads to an act that shakes the foundations 
of conventional society; the answer now becomes the Church speaking as an 
asymmetrical power base that is now claiming superiority as a social institution, in turn 
causing the criminalization of the very act of the Samaritan upon which the Church bases 
its authority (Illich, 2005). The Church’s usurpation and institutionalization of a personal 
calling into a set of social expectations (Foucault, 1977) is then the tap root of the 
ensuing secular institutional power base which can be traced up into modern public 
education as shown by the Very Spiritual/ Coercive leader and also the Not Very 
Spiritual/Spiritual leader.  
What we have moved from is a trust in the felt calling, our conscience, the still 
small voice, unbound by conventional society, to a trust in an expertocratic hierarchy 
which operates by way of a punishing universality which perpetuates the internalization 
of its rules found in the lower stages of Maslow’s hierarchy. We have gone from freedom 
to act, to being controlled by the internalization of external rules, the birth of X 
leadership from the seeds of Z leadership. So where do go from here? 
Simply put – trust your conscience, question the experts. The Philokalia (1995), a 
collection of spiritual teachings from over the centuries conveys the teachings of Saint 
Symeon. In the late 970’s A.C.E. Saint Symeon refers to a book of earlier origin by Mark 
the Ascetic of which a specific passage benefited his spiritual growth. This passage reads 
– “If you desire spiritual health, then listen to your conscience, do all it tells you, and you 
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will benefit” (Philokalia, 1995, p. 17). Over one thousand years later Covey, Senge. 
Palmer, Houston and Sokolow, Mitroff & Denton, Miller, Brubaker & Coble, Hoyle, 
Illich, and Bolman & Deal are all stating the same thing – listen to your conscience, the 
still small voice, as Covey states specifically the voice of God. The seed of theory Z 
leadership has never gone. As Chesterton believes, civilizations come and go but the seed 
is always there. Whether it is described by Plato as the Good, Aristotle’s Self-Thinking 
Thought, Kant’s Moral Law, Schopenhauer’s Will, Hegel’s Absolute Idea, or Rorty’s 
Social Hope, the seed remains (Gilson, 1999).  
But again we run up against a centuries old truth that our beliefs in spiritual 
realities are mostly in our words and not in our acts. And as it is with Malsow’s, 
Kohlberg’s and Fowler’s findings concerning the rarity of Spiritual leaders so it was a 
thousand years ago – “Among thousands and myriads you will scarcely find one who is a 
Christian in both word and in act.” (Philokalia, 1995, p. 21)  
If what I have written holds true, the construct of spiritual leadership, can be 
usurped into a list of do’s and don’t by way of a cost –efficient from of reasoning, and in 
so doing become the opposite of its intention. It can be used to control and abuse the 
members of democracy, more insidiously it can be used to teach us to like being 
controlled and abused. However this is also our answer, for just as easily we can take 
back our moral and spiritual natures. It can then be entrusted to our conscience and we 
can reframe the direction of power accordingly.  
 
The moment, however, a community [public 
education] ceases to be dedicated through its members to 
Coercive to Spiritual     162 
 
transcendent ideals, it can continue to exist undisrupted 
only by submission to a single center of unlimited secular 
power [government]. Nor can citizens who have radically 
abandoned belief in spiritual realities—on the obligation to 
which their conscience would have been entitled and in 
duty bound to take a stand—raise any valid objection to 
being totally directed by the state [government] 
 (Polanyi, 1946, pp.78-79, brackets added).  
 
 
"I know of no safe depository of the ultimate 
powers of society but the people themselves; and if we 
think them not enlightened enough to exercise control with 
a wholesome discretion, the remedy is not to take it from 
them, but to inform their discretion by education." 
               Thomas Jefferson 
 
Recommendations for Further Research 
Further research of interest could be by way of investigating the responses of 
teachers working under the respondents to see if the self described leadership types are 
consistent with followers description.  
If accessing teachers would prove difficult further research could be done by 
adding a qualitative component to this study. By conducting a study involving a survey, 
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coupled with an interview component, an attempt to further clarify the counter-intuitive 
findings in this study could be done to see if the leaders are aware of their own 
inconsistencies.  
Another possibility for further research could be to invite public school leaders to 
have a dialogue concerning leadership using the tenets of Critical Realism as partially 
described above. Using Critical Realism may allow those leaders who do access some 
form of spirituality in their leadership to be more comfortable discussing and 
understanding how they use it. Of interest would be whether leaders thought such a 
dialogue would prove beneficial to their leadership. 
A final suggestion would be to investigate leadership development and mentoring 
programs at the undergraduate and graduate levels to see what is being taught as far as 
the different forms of leadership. Of specific interest would be if spiritual leadership is 
being addressed at all and if not why. 
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APPENDIX A 
 
Main Survey 
 
SURVEY OF THE PREVELANCE OF LEADERSHIP STYLES IN PRINCIPALS FOR  
K–12 PUBLIC SCHOOL PRINCIPALS 
 
Instructions: Please click on one box which best indicates your beliefs on the following statements. 
  Strongly 
Agree Agree Neutral Disagree 
Strongly 
Disagree 
Don’t 
Know 
1 External incentives are the best 
means for motivating teachers. $ $ $ $ $ $ 
2 
 
To solve organizational and 
pedagogical problems, I rely on the 
ingenuity and creativity of my faculty. 
$ $ $ $ $ $ 
3 
 
Teachers will only work within 
contractual obligation unless 
motivated by administration. 
$ $ $ $ $ $ 
4 It is not enough for a leader to do the 
best he or she can within a given 
structure; it is a leader's obligation to 
change unjust structures. 
$ $ $ $ $ $ 
5 My leadership style helps teachers 
grow personally and professionally. $ $ $ $ $ $ 
6 The educational system we currently 
work within helps perpetuate social, 
economic, and racial inequality. 
$ $ $ $ $ $ 
7 Good educational 
leadership 
depends on 
student and 
teacher input. 
$ $ $ $ $ $ 
8 Current high-stakes, standardized 
tests are the best way to close the 
achievement gap among the socially, 
economically and racially 
underprivileged.  
$ $ $ $ $ $ 
9 Good teaching is 
being hampered 
by excessive, 
$ $ $ $ $ $ 
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federally 
mandated rules 
and regulations. 
 
10 If a student violates a rule for a good 
cause and good comes from it, the 
student should still be punished. 
 
$ $ $ $ $ $ 
11 I got into the field of public education 
because I felt called to do so. 
 
$ $ $ $ $ $ 
12 I became a principal because I felt 
called to this position. 
 
$ $ $ $ $ $ 
 
13 
 
I have personal heroes I model some    
aspect of my life around. 
 
 
$ 
 
$ 
 
$ 
 
$ 
 
$ 
 
$ 
14 Public education needs more spiritual 
leadership. $ $ $ $ $ $ 
15 Public education needs more moral 
leadership $ $ $ $ $ $ 
16 The current public school system is 
successfully producing the kind of 
workers our society needs 
$ $ $ $ $ $ 
 
 
 
17 
My values, beliefs, and behaviors are 
motivated by a transcendent or 
spiritual force. 
$ $ $ $ $ $ 
18 I do not need my work to serve a 
larger moral purpose.  $ $ $ $ $ $ 
Instructions: Please click on the letter which best indicates your beliefs on the following multiple-
choice questions. 
19 Which do you think is the most important source of a leader's authority? 
 A) The leader's experience, skills, and professional training 
 B) The chain of command 
 C) The trust and confidence of those led 
 
20 Which generally gets better results from teachers? 
 A) Positive feedback 
 B) Negative feedback 
 C) Both equally. 
 
21 In your role, do you see yourself more as serving those under you or as supervising those under 
you? 
 A) More serving those under me. 
 B) More supervising those under me. 
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 C) Both equally. 
 
22 When I receive directives from above that I think are detrimental to students and staff  
 A) I always obey them, despite my personal feelings. 
 B) I always resist them. 
 C) I resist or subvert them when I think the harm is sufficiently great. 
 
23 Do you ever work around unjust, unhealthy, or otherwise detrimental rules, regulations, and 
policies? 
 A) Always 
 B) Sometimes 
 C) Never 
 
24 What do you think about the current emphasis on testing as mandated by No Child Left Behind? 
 A) It is generally a positive move toward educational reform. 
 B) It has generally negative consequences, but as it is here to stay, we should make the 
best of it. 
 C) It has such negative consequences; it should be resisted legally and politically. 
   
25 Which is the primary educational goal for which your school should strive? 
 A) To Transfer information and knowledge to the students. 
 B) To make our students educationally competitive for work and college. 
 C) To nurture the physical, intellectual, emotional and spiritual components of the student 
   
26  Of the following, the most important problem with education today is that:  
 A) It does not produce enough disciplined workers. 
 B) It does not produce enough creative workers and intrinsically motivated thinkers. 
 C) It does not produce enough people with a moral and critical consciousness. 
Instructions: Please click on the box which best indicates your beliefs concerning the following 
descriptors. NOTE- The different levels of Importance can be used more than once. 
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27 
 
How important are each 
of the following to the 
atmosphere you try to 
create at your school?  
Most 
Important 
Very 
Important Important 
Somewhat 
Important 
Not Very 
Important 
 
 
Don’t  
Know 
 
a. 
 
Discipline $ $ $ $ $ $ 
 
b. 
 
Creativity $ $ $ $ $ $ 
 
c. 
 
Love of Learning $ $ $ $ $ $ 
 
d. 
 
Respect for Authority $ $ $ $ $ $ 
 
e. 
 
Sense of autonomy $ $ $ $ $ $ 
 
f. 
 
A calling to service $ $ $ $ $ $ 
 
g. 
 
Sense of larger purpose $ $ $ $ $ $ 
 
h. 
 
Critical Thinking $ $ $ $ $ $ 
Instructions: Please complete the following demographic questions by selecting the appropriate 
letter. 
28 What is the educational level of your school? 
 A) Elementary 
 B) Middle 
 C) Secondary 
29  How many students are in your building? 
 A) 300-700   701-1200   1201-2000  
 B) 701 - 1200 
 C) 1201 - 2000 
 D) 2001 or above 
30  How many students are in your School District? 
 A) Less than 2000 
 B) 2000-4000   
 C) 4001- 6000  
 D) 6001-or above 
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How many years have you been in education? 
 A) 1 – 8 years 
 B) 9 – 16 years 
 C) 17 – 24 years 
 D) 25 or more years 
32 How many years have you been a principal? 
 A) 1- 8 years 
 B) 9 – 16 years 
 C) 17 – 24 years 
 D) 25 or more years 
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33 Which category best describes your race / ethnicity? 
 A) White, not of Hispanic origin 
 B) White of Hispanic origin 
 C) Black, not of Hispanic Origin 
 D) Black, of Hispanic Origin 
 E) Asian 
 F) Native American 
 G) Other 
34 What is your gender? 
 A) Female 
 B) Male 
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What is the highest educational degree you have obtained? 
 A) Bachelors 
 B) Masters 
 C) Doctorate  
 
 
Thank you so much for your participation in completing this survey. 
 
